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ABSTRACT
This study examines the historic development of teacher training in the western world
and the United States, focusing on the establishment and institutionalization of teacher
preparation in the normal schools of the mid-nineteenth century. This study presents the
institutional building blocks that formed the foundation of teacher preparation in America.
In addition, this study examines these building blocks as they became manifest in the
establishment of the Michigan State Normal School from its founding in 1849 through its
transition to a four-year college in 1900.
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Chapter 1
INTRODUCTION
“The present and the future are connected to the past by the continuity of
society’s institutions. Today’s and tomorrow’s choices are shaped by the past.
And the past can only be made intelligible as a story of institutional
evolution.”
Nobel Laureate Douglas North
The issue of the quality and qualifications of the nation’s teaching corps has once
again become one of the major disparagements leveled at public education. Teacher
“bashing” has become a favorite pastime for those who believe that public schools are
failing. In a June 2002 report issued by U. S. Secretary of Education Rod Paige, the system
for preparing and certifying new teachers was deemed “broken and incapable of producing
the number of highly qualified teachers the nation needs” (Keller & Galley, 2002, p. 1). As
Labaree (1994), author of How to Succeed in School without Really Learning: The
Credential Race in American Education, commented, according to the critics “a lot of what is
wrong with American education” can be attributed to the fact “that teachers don’t know how
to teach” (p. 591). Those willing to probe more deeply will see that these controversies and
criticisms have been persistent themes in the history of American education (Cremin, 1953).
Benjamin Franklin noted in 1750 that the colonies were “suffering at present very much for
want of good schoolmasters” (in Lucas, 1999, p. 7).
Background of the Study
Given the fervor with which we engage in the current debate over teacher education,
it is easy to overlook that, from the perspective of more than three centuries of schooling in
America, the creation of formal arrangements for training and certifying teachers is relatively
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recent. As Lortie (1975) noted in his book Schoolteacher, “for almost two hundred years,
those who taught school received no special preparation” (p. 17). The evolution of a formal
system for the preparation of teachers has, as Tyack (1989) pointed out, been essentially
ignored by educational historians.
The answer to the earliest critics of teacher quality was the normal schools that
emerged in the early 1800s. Unfortunately, few have explored the formation and evolution of
these institutions; “the roots of these institutions remain buried” (Ogren, 1996, p. 9). Current
discussions about teacher education often deal with topics as if the process of preparing
teachers emerged fully formed in its present configuration. To view teacher education in this
way is to distort reality. While the historical framework developed by earlier historians is
important, “it begs to be filled in by research seeking a well-rounded understanding of the
normals” and their role in the development of teacher education (Ogren, 1996, p. 9).
Purpose of the Study
To inform our current understanding of teacher education, which has been both
constrained and conditioned by past choices, the institutional process needs to be understood.
“Patterns of actions” held in place by “legitimate interpretations of why things should be
done this way or some other way” are embedded in the process of institutionalization
(Czarniawska, 1997, p. 24). History, by examining institutions in the process of formation,
makes it possible to abstract the organizational biases that underlie their manifestation and
remain embedded in current practice. Few of the “panaceas or proposals for reform are
new…they often represent new forms of past conflicts” (Tyack, 1974, p. 8). Historical
analysis offers the opportunity of meta-analysis, the stepping back from a particular period
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and seeing the meaning and context of interrelated institutional development (Tyack, 1989;
Goodlad, Soder, & Sirotnik, 1990).
The purpose of this study was to understand the historical development of teacher
education as it became formalized and institutionalized, culminating in these early normal
schools. This study was undertaken in an effort to identify and understand the conflicts and
organizational building blocks that shaped the formation of teacher preparation and,
subsequently, the normal schools designed to provide this training, compelled their transition
to four-year colleges, and institutionalized teacher education within these collegiate
institutions.
The focus of this study was the historical development of the Michigan State Normal
School (MSNS). This study analyzed the period of time from the founding of MSNS in 1849
to its transition to a four-year college in 1899. It was appropriate that the institution selected
for the focus of this historical case study should have its roots in the formative years of
teacher preparation in the United States. When MSNS (now Eastern Michigan University)
was founded, it was only the sixth normal school in the United States and the first institution
of its kind west of the Allegheny Mountains. In addition, MSNS was one of the earliest
normal schools to make the transition from a normal school to a four-year college.
However, the analysis conducted here recognized that institutional elements are not
only attributes of a specific setting but are attributes of individuals and the social and cultural
world they know and share within a temporal context (DiMaggio, 1994, 1997). Therefore,
institutions cannot be studied independently from the broader society of which they are an
integrated part or separately from their historical antecedents. Consequently, just as the artist
provides a background—a scene—within which elements in the foreground come to have
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meaning and take form, this study examined the historical “background” within which the
movement to develop specialized institutions for the preparation of teachers emerged. As
Barley and Tolbert (1997) have argued, “institutions are accretions of past practices and
understandings” that shape and are shaped by future actions.
While a case study, by its very nature, implies a unit of analysis as that of the
organization, in this case the Michigan State Normal School, this inquiry began with a
broader lens, reaching back into history to examine the “macro-historical” currents that
shaped the theological, ideological, and philosophical foundations of schooling and,
concomitantly, teachers and their preparation. While Schattschneider (1975) warned that
“trying to find original cause is like trying to kind the first wave of the ocean,” institutions do
not arise de novo, but emerge from elements inherited from the past (p. 36). History leads
societies to evolve along distinct institutional trajectories. Only as this historical study
progressed did the focus narrow and concentrate on the MSNS.
In order to elucidate the structural patterns that have shaped the institutionalization of
teacher preparation—the underlying framework within which events and individuals
operate—this study incorporated analytical and conceptual frameworks in disciplines outside
history. While the cataloging of event is an important part of historical inquiry, the use of
social science approaches focuses attention on aspects of the events that reveal the major
dynamics of the culture (Barraclough, 1979). “History,” wrote French historian Frederic
Mauro, “is the projection of the social sciences into the past” (in Davis, 1965, p. 3). The
value in utilizing institutional analysis as conducted in the fields of sociology, anthropology,
and political science lies in their ability to give organization and meaning to otherwise
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diffuse data, thereby helping historical analysis escape from the limitations of particularity
(Barraclough, 1979).
Significance of the Study
The problems facing teacher preparation programs in the twenty first century are not
unlike the problems faced by the earliest supporters of specialized programs for the training
of teachers. How will the number of teachers required to support public schooling be
provided? What type of training program will adequately prepare teachers for their duties?
What institutional structure is best suited to sustain the preparation of qualified teachers?
Writing in 1837, Michigan’s first superintendent of public instruction, the Rev. John D.
Pierce, wrote that “in all the varied departments of instruction must fail of securing the
desired results without a sufficient number of COMPETENT TEACHERS” (p. 25, emphasis
in original text). The debate over the preparation of “highly qualified” teachers continues to
loom large over educators and policymakers in the institutions that currently prepare
teachers. The history of teacher education has much to teach current educators and
policymakers.
The prevailing interpretations of teacher education have often failed to analyze the
evolution of these teacher training institutions within the social context within which they are
embedded. Historical research as yet has not adequately addressed the implications of the
institutional structures of American society and the relationship between teacher preparation
and these structures as they are reflected in our schools. It is hoped that this study can help
clarify, for the leaders of teacher education and the leaders of higher education that direct
these efforts, the critical issues and points of engagement that can lead to an honest and
constructive appraisal of the problems facing teacher education. As historian Urban (1990)
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has pointed out, “Teacher education that is studied, conceptualized, analyzed and ‘reformed’
without careful and critical attention to the social context in which teacher education exists,
as well as the practitioners and the practice of teaching, will quite likely be an empty
exercises” (p. 70)
Research Questions
As a historical case study, the research was not framed by operationalizing variables,
nor was it the researcher’s intent to approach the research as hypothesis testing (Bogdan &
Biklen, 1998). Rather, this was an interpretive study designed to understand the meanings
associated with the evolution of schooling and the preparation of teachers for these schools.
To help guide this research, the following questions served as a focus:
1. How did institutions for the preparation of teachers originate?
2. How was the development of teacher preparation at Michigan State Normal
School (MSNS) related to the development of formal schooling in Michigan?
3. How did the institutional environment, within which the preparation of teachers
evolved at MSNS, influence and determine the form this institution would take?
4. What organizational and institutional structures formed the building blocks for the
development of teacher education at the Michigan State Normal School?
5. How did these building blocks organize and define the nature of conflict at
MSNS?
Definition of Special Terms
Listed below are a set of terms used in this study that will assist the reader in
understanding the results of this research.
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Academic Preparation: This preparation is of a more general nature and is not
vocationally directed. Referred to as subject or disciplinary studies, its form and shape have
changed over time but are referred to today as the Arts and Sciences or Liberal Arts.
Common Schools: The precursor to what we know today as the elementary school,
these schools represented the beginnings of public education in America. These schools were
to provide a “common” form of elementary schooling for all children. Initially, they were not
“free,” but charged a fee for students to attend. Only later would the application of taxes be
utilized to make these schools “free” to all students. Unlike modern elementary schools, the
students educated in the common schools could range in age from the very young (5-6) to
teenagers. Our image of the one-room school is derived from these common schools.
Graded Schools: Prior to the development of graded schools, students were not
divided into age cohorts. Typically, students in the common schools were organized
according to the reader that they were working in. So, it was possible for students of different
ages to be grouped together. With the growth of enrollment, schools began to be organized
into age cohorts creating separate classes or “grades” within the school. Teachers, rather than
being assigned to classrooms that included a range of ages, were now assigned to teach a
specific age cohort and could therefore become a specialist in educating a specific age
cohort.
Grammar Schools: Also referred to as Latin Grammar Schools, these institutions
represented a level of schooling above elementary or primary schooling. These were private
enterprises (although at times some public funding was provided) that focused on the
preparation of boys for college. Latin was the main subject taught at these schools, which
was the principal subject considered by the colonists to prepare one for positions of
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leadership in the church and state. Later replaced by private “academies” that offered a wider
curriculum based upon the Liberal Arts, these grammar schools and academies represented
the initial form of secondary education in America.
High Schools: As common schools were organized into “graded” schools, age group
cohorts were structured into departments representing combinations of grades: primary (1-2
grades); intermediate (3-4 grades); grammar (5-6 grades); academic (7-8 grades). Some of
these schools began to offer “higher” schools beyond the academic department. These high
school departments were structured to prepare students for admission to college. Given that
they were a part of the public schools, these high school departments were supported through
public taxation and represented “public” preparatory institutions. With the 1874 decision in
the Kalamazoo case determining that the use of public funds to support high school
departments was constitutional, the purpose of these departments expanded beyond their
narrow preparatory function.
Institution: A system of social factors that conjointly generated a regularity of
behavior. These factors are social in origin. While being man-made, they are exogenous to
each individual whose behavior they influence. The various social factors that constitute an
institution—regulator, normative, and cognitive-cultural—motivate, enable, and guide
individuals to follow one behavior among the many that are feasible (Pounds & Bryner,
1973; Scott, 2001).
Institutional Field: Also referred to by Rowan and Miskel (1999) as institutional
sectors, this is a set of diverse organizations and groups that are engaged in a similar function
and all other groups that regularly interact with and support these organizations. In the field
of education, this would include those organizations providing educational services, suppliers
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of services to these organizations, and populations served by and serving these organizations.
Institutional theorists suggest that the belief systems and related practices that come to
predominant in an organizational field explain the uniformity and coherence that is often
found within institutions found in a given institutional field (DiMaggio and Powell, 1983;
Meyer and Scott, 1991; Rowan and Miskel, 1999; Scott, 2001).
Normal School: The normal schools of America were based upon the Prussian, and to
a lesser extent, the French teacher seminaries. These institutions emphasized the art of
teaching, the government of the school, and a “model” or practice school experience. The
term is rooted in a secondary interpretation of Webster’s definition of normal “model or
pattern.” It was believed that a teacher preparation program should model and pattern the
behavior and skills teachers would need in order to be effective teachers. The length of
normal preparation varied from several weeks to 1-2 years of preparation. These normal
schools were to focus on professional preparation and be limited in the amount of academic
preparation provided to novice teachers.
Pedagogy: This refers to the art and science of teaching; the functions or methods
utilized by a teacher.
Professional Preparation: In general, this term refers to course work that focuses on
the development of practitioner or craft skills (learning how) as opposed to more general
academic (learning about) pursuits that are more abstractly related to a specific vocation. As
this relates to teacher education, this training includes pedagogical instruction, teaching
methods, and school governance. In a modern college or university, these courses are
typically offered through the college or department of education separate from the academic
departments (Wolcott, 1987).
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Union Schools: In an effort to create “grade schools,” which educational leaders of
the nineteenth century advocated and believed were more efficient than common schools,
several smaller districts were merged into a single unified district, creating the number of
students necessary to organize the common school along the grade model.
Chapter Organization
Chapter 1 presented the introduction, background, purpose and significance of the
study. The methodology utilized to conduct this investigation, along with a description of the
author’s biography, which guided the researcher’s journey in understanding the
institutionalization of teacher education, will be described in Chapter 2. Chapter 3 will
describe the foundational literature upon which this study was built. The author will first
present a historiography, placing this study with the context of previous historical research on
teacher education. To elucidate the conceptual framework within which this historical study
was grounded, the author will review the theoretical constructs of historical institutionalism
found in the social sciences. Part I of Chapter 4 will present the origins and development of
the educational institutions of the ancient worlds and the transition from informal and
nonformal methods of education to formal systems of education as engendered in the
apprenticeship and formal schooling. This section will illuminate the fundamental organizing
principles upon which the systems of education would be institutionalized in the Western
world. Part II of this chapter will describe the migration of these organizing principles to the
New World and how this cultural heritage influenced the institutionalization of education in
the colonies and the adaptation of these principles following the Revolutionary War. Given
the connection of the Puritan fathers to the founding of Michigan and their influence on the
overall structure of education in America, this section will focus on the development of
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educational institutions in New England. Part I of Chapter 5 will tell the story of the
settlement of the Michigan Territory and the establishment of schooling in the State. The
second part of Chapter 5 will describe the evolution of public education in the State and the
establishment and transformation of the Michigan State Normal School to a four-year
college. Chapter 6 will provide a summary and discussion of the findings, and
recommendations for future research.
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Chapter 2
RESEARCH METHODS
The purpose of this study was to understand the building blocks (organizational
biases) that formed the foundation of the institutionalization of teacher preparation in general
and at the Michigan State Normal School (now Eastern Michigan University) specifically.
Rather than develop a mere historical narrative, this researcher sought to develop a
conceptual understanding of the development of teacher preparation and the formation of
MSNS and its transition to a four-year college. To accomplish this, the researcher utilized
analytical and conceptual frameworks developed in the fields of sociology and political
science. This chapter will describe the research methods used to facilitate the use of
institutional analysis to advance the researcher’s understanding of the historic events that
shaped the organizing biases and institutionalization of teacher preparation. First, the
researcher’s biography will be described in order to explicate the interpretive lens the
researcher brought to the study and how this perception contributed to the analysis. Second,
the research traditions that guided this study will be described. Finally, the study’s design
will be presented along with the methodological approaches used to address the objectivity,
reliability, and validity of the study.
To give this research focus and provide analytical direction to the methodological
approaches used in this study, the following questions were developed:
1. How did institutions for the preparation of teachers originate?
2. How was the development of teacher preparation at Michigan State Normal
School (MSNS) related to the development of formal schooling in Michigan?
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3. How did the institutional environment within which the preparation of
teachers evolved at MSNS influence and determine the form this institution
would take?
4. What organizational and institutional structures formed the building blocks for
the development of teacher education at the Michigan State Normal School?
5. How did these building blocks organize and define the nature of conflict at
MSNS?
Idea-Driven Research
All research, according to Wolcott (1992), “begins with a totally subjective
hopelessly human decision” (p. 7). My desire to understand the process by which we prepare
teachers did not come by chance. The decision to study teacher education was a process
shaped by my personal history and biography. For as long as I have been involved with
teacher education, I have been deeply troubled by the critics of teachers and teacher
education. The interplay of my personal experiences and concerns has contributed to the
shaping of a sense of problem, an uncomfortable feeling that something is not quite right.
The events and troubles that we choose to study, explained Denzin (1994), are the ones we
have experienced and witnessed firsthand. It has long been my desire to understand the
source of my discomfort regarding my position as a teacher and a teacher educator.
In a society that seems to deeply value education, we are at the same time ambivalent
about education. Given our rhetoric regarding the value of education and the public good it
purportedly serves, I have been troubled that teachers are not the revered professionals I am
inclined to believe they ought to be. As I have attempted to resolve this conflict, I have
become aware that the foundation for this uneasiness is located in my own bias. In attempting
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to understand the ambivalence surrounding teachers and their training programs, I found it
necessary to first examine why this incongruence seemed so disquieting to me personally.
I have spent the better part of my life in and around schools: first, as a student, then as
a teacher, and finally, as a teacher educator. So, I have a notion of what a school is, what I
believe it ought to be like, and, above all, what a “good” teacher is and how one should be
prepared to teach. My self-image as an educator is built upon a sense of reverence and a deep
faith in the educational mission. As a consequence, I have perceived the critics of teachers
and public education as heretics of the very educational system and professionalism I value
so deeply.
In conjunction with these feelings, I was prepared in the very system that the critics of
teacher education attack. Even though I too have been critical of the weaknesses in teacher
preparation programs—the lack of rigor and substantive knowledge base—I have hoped that
eventually teachers and teacher educators would be accorded the professional status that I
believed they deserved. As one seeking to serve in a leadership capacity in teacher education,
I have hoped to participate in improving the status of teachers, thereby ensuring our place at
the table of professionals.
As I worked my way through this reflective process, I discovered that one invariably
studies him- or herself. The orientation of my sense of problem was determined by what I
cared about. I care about the professionalization of teachers and teacher education. The
discord I felt was my sense that there was a division between the normative nature of teacher
professionalism and the empirical evidence to the contrary. What I sought to understand was
the nature of this division. Starting where I am provided “the meaningful linkage between the
personal and emotional on the one hand, and the straight intellectual operations to come on

15
the other” (Lofland & Lofland, 1995, p. 15). It is rather ironic that as I have pursued this
investigation, I have discovered that the origins of my bias reflects the very organizing biases
I discovered embedded within teacher education—the socialization to a sense of calling.
As a doctoral student in the Educational Leadership program at Eastern Michigan
University (EMU), it has been my desire to develop the skills necessary to provide leadership
for teacher education. From my perspective as a social scientist and historian, it only seemed
natural to pursue my questions regarding the lack of status for teachers and teacher education
programs through a social historical lens. I did not believe that I could provide informed
leadership if I did not understand how teacher education evolved in the manner that is has
and how this evolution has contributed to the status currently accorded teachers. For me, a
historical analysis offered the opportunity to see the meanings, consistencies, and context of
teacher education and, perhaps, for myself and other teacher education leaders, to chart a
course to provide informed and productive leadership.
It was not my intent when I began this research to justify any particular teacher
training practices or theories about teacher preparation. Rather, it was my desire to develop a
“practical understanding” of the institutions, structures, practices, and conventions that could
be captured through historical analysis to provide a causal description of the forces at work in
the evolution of teacher education. This type of research is grounded in the theoretical
framework of naturalistic or field study research that had its formation in the Chicago school
of sociology in the 1920s and 1930s. Researchers who use this approach are interested in
how individuals interpreted their experiences and how they themselves structure the social
world in which they live (Psathas, 1973).
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The more I contemplated the initiation of this study, the more I came to realize the
unique opportunity that existed at EMU. As the first normal school established in the west,
sixth nationally, and among the first normal schools to make the transition to a four-year
college, Eastern appeared to be a natural context within which to explore the roots of teacher
education as it emerged in these early teacher preparation institutions. Much to my surprise, I
have discovered that little has been written about the evolution of teacher education at EMU.
With access to archival data at the university, surrounding archives and historical societies, I
had a topic I cared about and the data necessary to complete this study.
Commitment to Self-Scrutiny by the Researcher
As a historical case study, this research was grounded in the theoretical framework
developed by interpretive sociologists and narrative historians. Both traditions look to
understand “reality from the point of view of those who live in it” (Schram, 2003, p. 33).
Unlike other social scientists, historians, generally, cannot interact with the subjects
of their research. Consequently, as I pursued this research, I often had to rely on fragmented
and often imperfect evidence to elucidate the Normal’s story. Like other qualitative research,
the historian’s research begins and ends with interpretation (Rury, 1993). The meanings of
historical participants are not “truths” out there to be discovered by the researcher but are an
interpretive interplay between the contextual understandings of the “informants” and their
own times, and the conceptual framework of the researcher. Consequently, “the historian
becomes a ‘medium’ through which the past is transmitted…the process of
interpreting…occurs inside the historian’s head and in this regard it is hardly a pure
transmission of ‘the past,’” (Rury, 1993, p. 251). As Wolcott (1992) described, as the
researcher I am the research instrument.
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As a historical researcher, I was susceptible to the same subjective influences
experienced by other qualitative researchers. Peshkin (1988) and others (Denzin & Lincoln,
1994; Oleson, 1994; Wolcott, 1995; Glesne, 1999) have challenged the notion of subjectivity
as something negative and argued that subjectivity is always a part of interpretive research.
“Subjectivity,” according to Glesne (1999), “once recognized, can be monitored for more
trustworthy research…subjectivity, in itself, can contribute to research” (p. 105). “The
inescapable fact of our presence in research,” wrote Jansen and Peshkin (1992), “means that
we are present to make choices. Choices are subjectivity at work” (p. 721). The question was
how much of my own understandings, my own convictions, and my own conceptual
orientation influenced or should have influenced the choices I made (Miles & Huberman,
1994). Eisner (1990) asserted that we should not concern ourselves with an attempt to be
“objective” but should focus on “truth” which is derived from the subjective self: “in so far
as our understanding of the world is our own making, what we consider true is also our own
making” (p. 12).
By seeking out and making explicit my subjectivity, through the exploration of my
assumptions, theoretical lenses, and personal biography, I was able to increase my awareness
of the ways that my subjectivity influenced my research. Understanding my desire to have
“school teaching” seen as an esteemed profession helped me to examine critically the myths
regarding teaching that I had been socialized to except as truth. By monitoring my
subjectivity, not controlling it, I came to not only an understanding of how it could distort my
perceptions but how it contributed to who I am as a researcher. As Glesne (1999) stated:
You learn more about your own values, attitudes, beliefs, interests, and needs.
You learn that your subjectivity is the basis for the story that you are able to
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tell. It is the strength on which you build. It makes you who you are as a
person and as a researcher, equipped with the perspective and insights that
shape all you do as a researcher. (p. 109)
Moral, Legal, and Ethical Issues of Historical Research
No living subjects were used in this study, and the materials used were archival data
held in public repositories. Given the characteristics of the data used in this research, in
October of 2002, I requested and was granted an exemption by the Human Subjects
Institutional Review Board of Eastern Michigan University. At the time of the exemption, it
was agreed that should I require the use of privately held documents, I would re-submit a
human subjects request and would utilize a release form for the private owners of the
archival data. This did not occur.
As a historian, I adhered to the ethical precepts of the American Historical
Association. In addition, as a social scientist and qualitative researcher, I followed the
Principles of Professional Responsibilities published by the Council of the American
Anthropological Association.
The ethics of historical research are an ethics of interpretation. Historians are truthseekers, intending to recapture a past that “really” existed. The past, for the historian, preexists the writing of history and is situated outside of it. It is through the writing of history
that an intelligible account is produced and is what differentiates history from fable or myth.
Yet as Iggers (1997) has written, “the historian is always the prisoner of the world within
which he thinks, and his thoughts and perceptions are conditioned by the categories of
language in which he operates” (p. 9). As a historian, I operated in a world that was not my
own and, as a consequence, strove to place the events and people I wished to understand
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within the context of their own times. To accomplish this, I attempted to understand and, in
turn judge, their actions within the context of the normative and value structures that shaped
their times. I had to guard against the tendency to explain events in terms of my own reality.
While revisionism is an ongoing and natural part of the interpretive process, I was conscious
that evidence still counted.
Unlike the subjects of contemporary qualitative research, who can review and
respond to the findings of the researchers, the subjects of historical research are silent. This
does not mean, however, that a historical researcher does not have an ethical responsibility to
the subject and events being examined. Throughout my research, I sought to show the
authors of the material I used in the study the respect and dignity they deserved. I made every
attempt not to take material out of context or manipulate it in a manner that did not reflect the
original intent of the author. Accordingly, I utilized multiple sources of data whenever
possible. To protect the individuals studied, I refrained from using material that reflected
negatively on an individual without multiple and verifiable sources. While the majority of the
individuals examined in this study were within the public domain by virtue of their public
positions, their private lives, unless they were relevant to the focus of the study, were not
included. At all times, the lives of the people that I studied were accorded the same
consideration and sensitivity that I would have offered one of their living descendents.
Finally, the implications of my findings may influence and impact the institutions
being studied. It is possible that my findings may reflect negatively on Eastern Michigan
University, the College of Education, the public schools, and/or the teaching profession. As
Bogdan and Biklen (1998) asserted, one can never be sure how research finding will be
received and used, or attitudes and perceptions altered. The ramifications of my work were
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carefully evaluated as my research moved forward. I looked to strike a balance between my
desire to explain the historical development of the Normal at Ypsilanti and the implications
that this might have on these institutions.
Research Traditions
Just as I engaged my personal biography to determine a researchable problem, I also
examined my philosophical perceptions to construct my intellectual orientation. In much the
same way that a painter studies the techniques of the masters to ground him- or herself in an
artistic “genre,” I sought to link myself to a way of knowing that felt congruent with my
perception of what can be known and how it can be known.
For researchers to engage in meaningful research, they need to make explicit from
what perspective they will focus on the topic to be studied. All research is informed by basic
beliefs or premises about the world and how it should be studied. These beliefs contribute to
one’s worldview, interpretive framework, or paradigm (Schram, 2003). These, according to
Wolcott (1992), “are ways to conceptualize human social behavior” (p. 37). These
interpretive perspectives or paradigms combine beliefs about ontology—what is the nature of
reality and what can be known about it; epistemology—what is the relationship between the
inquirer and the known; and methodology—how do we know about the world, or gain
knowledge, to form a framework within which to understand the world (Guba, 1990; Lincoln
& Guba, 1985; Guba & Lincoln, 1994; Denzin & Lincoln, 1998). Paradigms function as
maps or guides defining acceptable theories, methods, and research techniques (Usher,
1996). In addition, they shape the purpose of research and the role of the researcher
(Firestone, 1987). Positioning myself within a theoretical framework was critical in
establishing an operational base and contributing to the trustworthiness of my research.
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Interpretive Paradigm
From my personal reflections, I have become predisposed to assume an interpretivist
perspective. I wanted not only to understand the historical events that gave form to the way
we currently prepare teachers, I also wanted to understand teacher education within the
context of the meanings and social structures that shaped these historical events. To do this
meant seeing the world through the eyes of the participants. This would necessitate the
interpretation of the meanings they ascribed to particular constructs of “the child,” “the
teacher,” “the school,” and “the community” (Apple, 2004).
The historical heirs to the interpretive paradigm were two German philosophers,
Edmund Husserl and Wilhelm Dilthey. For Husserl, “object” or “reality” is not separate from
consciousness but constituted by it (Husserl, 1969). From Dilthey’s perspective, experience,
“lived experience,” should be the focus of truth and reality (Jansen & Peshkin, 1992). “Of
course we know,” wrote Dilthey (1911 / 1977), “nothing about any real world which lies
outside of our consciousness” (p. 21). Dilthey and other interpretivists focused on how
individuals give meaning to their situation. Glesne (1999) stated that “…interpretivists
assume that they deal with multiple socially constructed realities or ‘qualities’ that are
complex and indivisible into discrete variables, they regard their research task as coming to
understand and interpret how various participants in a social setting construct the world
around them” (p. 5).
Viewed through the interpretivist lens, human experience is mediated by
interpretation (Blumer, 1964). The meanings attached to objects, events, and people do not
exist external to the individual to be discovered “out there” but are internally created by
human beings. To understand these meanings, the process by which these meanings are
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constructed must be understood. It is the intersection between the individual’s biography and
the social world that needs to be examined if one wants to understand the meanings that
contribute to social reality. “People act,” wrote Bogdan and Biklen (1998), “not on the basis
of predetermined responses to predefined objects, but rather as interpreters, definers,
signalers and symbol and signal readers whose behavior can only be understood by having
the researcher enter into the defining process…” (p. 25).
The interpretivist’s ontological premise is that there are multiple social realities.
Epistemologically, the interpretivist researcher is to construct a “reading” of these multiple
meanings and voices—“in effect offering one’s own construction of other people’s
construction of what they…are up to” (Geertz, 1973, p. 9). As a consequence of the
interpretivist’s ontology and epistemology, their methodology is ideographic; one can only
understand the social world by obtaining firsthand knowledge of the individuals under
investigation. For a historian this means developing “impressionistic accounts found in
diaries, biographies, and journalistic records” (Burrell & Morgan, 1982, p. 6).
Research Design—How to Know
Methodology informs method and is grounded in the theoretical assumptions that
form the interpretive framework of the researcher. Methodology refers to the theory and
analysis of how inquiry does or should proceed (Metz, 2000) and is derived from the
researcher’s perception of the nature of reality and what can be known about the world.
Method, on the other hand, describes a specific procedural approach used by the researcher to
generate and analyze data (Schram, 2003).
Methodologically, interpretivist sociologists and narrative historians operate from a
belief that “what people know and believe to be true about the world is constructed—or made
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up—as people interact with one another over time and in a specific social setting”
(LeCompte & Schensal, 1999, p. 48). Therefore, one can only know the social world by
obtaining firsthand knowledge—getting close to the subjects of inquiry. Interpretive
researchers are storytellers who seek through their interaction with the participants of the
study to create a narrative that explains the ways in which the individual creates, modifies,
and interprets the world in which he or she finds him- or herself (Burrell & Morgan, 1982).
The process by which interpretive researchers work is iterative and interactive. Their
research moves, as Schram (2003) described, between an inductive mode, through which
patterns and major dimensions are revealed, and a more deductive emphasis on verification
and clarification. This process may be conceptualized as phases, each turning back on the
other; it is not a linear process. Rather, it is “a tacking back and forth between experience and
reflection on experience” (p. 21). As Patton (2002) described, “What is discovered may be
verified by going back to the world under study and examining the extent to which the
emergent analysis fits the phenomenon and works to explain what has been observed” (p.
67). While the process is often referred to as emergent, as if arising de novo, the process is a
conscious effort on the part of the researcher to move between discovery and verification
(Schram, 2003).
Study Design
The focus of this analysis was to discern the patterns of shared understandings,
common meanings, and taken-for-granted truths that contributed to the formation and
evolution of teacher preparation at the Michigan State Normal School. This was done by
examining the individual stories of the participants at the Normal, as well as those involved
in public and higher education throughout the state of Michigan. These individual stories
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were synthesized against the backdrop of the larger social and cultural patterns to construct
an explanation—a narrative—of the evolution of teacher education as it took place at the
Ypsilanti Normal.
To place the Normal within the context of educational thought that has shaped
Western culture’s conceptualization of schooling and teachers, I began my research by
reviewing an array of secondary histories that traced the evolution of education from its most
primitive beginnings. In addition to historical works, I examined anthropological,
sociological, and political science texts that addressed the evolution of education. These
disciplines offered an analytical lens unavailable in purely historical narrative.
As my research focused on the events that led to the development of education in
general and schooling specifically, in the United States and Michigan, my emphasis shifted
from secondary sources to primary source documents. While I consulted secondary histories
of education in America and Michigan to develop a contextual framework, primary source
documents formed the focus for examining the specific events that led to the development of
public education in Michigan and the formation and transformation of the Michigan State
Normal School.
To construct a multi-dimensional understanding, documents and artifacts related to
public education (K-12), higher education, and the Normal were examined. Depth and
breadth were developed by analyzing archival documents from a variety of sources: official
records and reports (governmental and school), personal documents (diaries, letters, and
notes), and “popular” culture documents (newspapers, brochures, and journals). These
documents were selected not only from the education leadership of the times (although this
formed the largest number of documents consulted), but also from individuals from a variety
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of positions within society. A technique similar to the “snowballing” technique used by
ethnographers was utilized to expand the sources to be explored. While archival documents
can not “directly” refer the researcher to additional sources, a bit of detective work yielded
other sources worthy of investigation. Often, secondary sources provided the first link to the
primary sources that were available for study.
Although the participants were not available to be interviewed or observed, it was my
intent to utilize a “participant observation” approach to explore the data. By immersing
myself in the stories of the participants, a rich and meaningful analysis came to be
constructed. As such, the process was iterative and generative as I moved from specific
stories and documents to a broader narrative and back to specific accounts in order to
determine the narrative “fit.”
While the final unit of analysis came to be organizational and a case study of the
transformation of the Michigan State Normal School to a four-year college, it began with a
broader social, environmental, and cultural focus. Constructed in this way, the researcher was
able to place the particularities of the Normal’s history within the currents of educational
thought that have been shaped by Western culture. This was critical in the establishment of
the organization biases that shaped the Normal’s evolution.
A field or case study is not a single method, specific technique, or set of techniques to
gather data; it is “a way of organizing social data so as to preserve the unitary character of the
social subject being studied” (Goode & Hart, 1952, p. 331). A case study is designed to move
the researcher, and the audience of the research, toward an understanding of what is
important about the case within its own context through the development of the case’s
specific issues, context, and interpretations (Stake, 1998). While case studies seek to present
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what is particular and unique about a specific case, and they are in a sense bound, as Peshkin
described his own case study of Bethany Baptist Academy: “I mean to present my case so
that it can be read with interest in the case itself, but I always have another agenda—to learn
from the case about some class of things” (in Stake, 1998, p. 89).
While I primarily used archival strategies to explore relevant documents and artifacts,
I also employed relevant descriptive statistical methods to explore data to verify and support
the narrative information I was examining. Assertions by informants were evaluated relative
to enrollment, employment and demographic records, and other statistical data that were
available.
Drawing and Verifying Conclusions
The purpose of this study was to develop an understanding of how teacher education
evolved at EMU as the Normal at Ypsilanti transitioned from a normal school to a four-year
college. To do this required the analysis and interpretation of archival documents to produce
a narrative that reflected the construct meanings of those who participated in these historical
events. The critical question for interpretive-historical researchers is whether the meanings
and understandings that are “reconstructed” are trustworthy.
Drawing Conclusions
The first step in creating a narrative was the development of a chain of evidence that
could be linked together into a narrative. This is part and parcel to the iterative process that
moves between inductive and deductive modes of analysis and is generative in nature. As I
began to formulate tentative evidentiary chains, it was important to use this interlocking
cycle to explore evidence that “fit” and evidence that did not “fit” into the narrative that was
being constructed. Miles and Huberman (1994) described this as enumerative and eliminative
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induction, in which the researcher strings together events and then looks for alternative
patterns of causality. Historians make retroactive predictions, or “retrodictions,” about what
probably happened in the past and, in doing so, seek to define cause-and-effect relationships
that make the flow of events understandable (Gilderhus, 2003).
Secondly, the narrative needed to make sense. That is, the conclusions need to be
examined relative to their plausibility or sense of fit to the facts that had been discovered.
Rury (1994) has described historical research as letting the documents “speak,” but one has
to know what to listen for. Plausibility served as a pointer, drawing my attention to
conclusions that looked reasonable and sensible. This was where having a clear idea of what
I was studying—and a clearly formulated set of expectations, or “hunches”—proved to be
very useful. When listening to what the documents had to “say” I had to be willing to “hear”
the unexpected and discover the unanticipated (p. 267). As Miles & Huberman (1994) noted,
this strategy also involves noticing the lack of plausibility. These initial interpretations were
subjected to other strategies of conclusion-drawing as the study moved forward.
Related to the development of plausible explanations was the noting of patterns or
themes, seeking, as Guba (1978) described it, “recurring regularities.” In determining the
meanings constructed by others, researchers examine and connect “discrete sets of facts with
other discrete sets of facts” to create a coherent whole (Miles & Huberman, 1994, p. 261).
What made this process comprehensible was the utilization of conceptual and theoretical
frameworks that served as benchmarks or guides to determine the reasonableness of the
explanation. Linking the patterns that emerged to intellectual frameworks provided a
template from which an understanding of the tentative findings could be measured.
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Qualitative data goes beyond how much there is of something to produce a detailed
portrait of the qualities of a phenomenon. While a rich descriptive narrative is the focus of
interpretive-historical research, some quantitative data served as a foundation for my
qualitative interpretations. Themes and patterns were often determined by how often or how
consistently a given activity or event occurred (Miles & Huberman, 1994). Statistical
measures often directed the researcher’s attention to particular events or activities or
confirmed the existence of historical trends. In addition, an interpretive sense that a given
event or activity was proceeding in a patterned way was often verified by utilizing statistical
measures. By utilizing quantitative data, the researcher was able to verify interpretive
assumptions, see patterns emerging and test theoretical assumptions. I made use of census
data, enrollment records, demographics, and other quantifiable measures to find patterns or
verify interpretations.
Verifying Conclusions
Historical researchers often fall prey to two common mistakes in their analysis that
can render their findings suspect. The first relates to the selection of informants. Since
historical researchers are often limited to the types of sources they can secure, they must take
great care in scrutinizing the documents being studied and the purpose for which the
documents were created. Different types of text have to be understood within the context of
their creation. Documents and records are created for a purpose and, as such, cannot
necessarily be taken at face value. All documents were evaluated based on whether they were
written as a result of firsthand experience or from secondary source, whether they were
solicited or unsolicited, edited or unedited, or produced for official or personal reasons. In
addition, all documents are created within a context; this required the text to be
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conceptualized within the specific historical moment that it was created. While documents
can provide historical insight, as Holder (1998) has described, “meaning does not reside in
the text but in the writing and reading of it. As the text is reread in different contexts it is
given new meaning….Thus, there is no “original” or “true” meaning of a text without
specific historical context” (p. 111).
Typically, community and business leaders, politicians, and a society’s elites leave
behind the largest quantity of archival documents and artifacts. However, in this case,
quantity does not insure the veracity of the sources. To guard against an “elite” bias, this
researcher searched for multiple sources, determined the purpose or agenda served by the
given documents, and attempted to understand the context within which the documents were
created. As a historian, I also entered into a dialectic relationship with the context of the
documents and my own contextual framework.
Secondly, historical researchers can be influenced by their initial assumptions and
those of previous historians and see patterns and consequences where they do not exist,
“lopping off the many loose ends” to fit an interpretation that already exists in their head
(Miles & Huberman, 1994, p. 263). To guard against this, I first make explicit the historical
and theoretical framework that informed my interpretive views of the phenomenon being
studied. In addition, I looked for multiple informants, data sources, and types of data. Using
multiple indicators helped to clarify meanings, verify interpretations, and identify the
different ways the events were being presented (Flick, 1992). Within this context, I sought
opposing, inconsistent, or rival explanations to the emerging findings. This is not to suggest
that previous historical renderings need to be discarded and all historical research starts
“anew,” but these earlier findings and interpretations had to be critically analyzed.
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Quality of Conclusions—Objectivity, Reliability, and Validity
Fundamentally, the legitimacy of interpretive-historical research is based upon the
ability to produce an account of events that is authentic and trustworthy.
The first component of trustworthiness in historical research is the accuracy or
confirmability of the research. The basic issue is the degree to which the researcher
influences the findings. Historical interpretation means building assumptions—what is
selected as important and meaningful—and incorporating them into a logical line of
reasoning. This selection process is at the discretion of the researcher as it goes on inside the
researcher’s head and is influenced by the interpretive lens of the researcher. To provide
evidence of accurate findings, the general methods and procedures used to gather data was
described in detail, the conclusions linked explicitly with supporting data, the subjective-self
explicitly was made visible by describing how my personal assumptions entered into the
interpretive process, and, finally, the findings will ultimately be measured relative to the
conclusions of other historians and researchers.
The next component of trustworthiness is reliability. This refers to the degree to
which the findings hold up over time and across researchers (Miles & Huberman, 1994). This
was facilitated by developing a research purpose that was congruent with the research design,
making my role within the research explicit, utilizing multiple, parallel, and verifiable data
sources, connecting the research to analytical and theoretical research paradigms, and
looking for consistencies within multiple accounts of the events being investigated (Miles &
Huberman, 1994).
Validity is informed by two variations, internal and external. Internal validity,
credibility, or authenticity is the most significant component involved in producing
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trustworthy historical research. The data in historical research is often incomplete and
imperfect; therefore, historians must “fill in the gaps.” To be found valid, historical findings
must be seen as plausible. The credibility of our interpretation, suggested Peshkin (2000),
rests on others seeing and accepting the relationship between our facts and our reasoning and
is a matter of persuasion, not proof. The narrative constructed must be imaginable and must
be verifiable by others (Glesne, 1999). To accomplish this, I provided a “thick” description
of the events (Geertz, 1973), retained the interpretation within the temporal and contextual
framework of the inquiry (Campbell, 1986), sought multiple sources—negative evidence and
alternative conclusions—what Popper (1968) referred to as disconfirming evidence, and
accounted for gaps in the data by evaluating the findings for internal coherence (Eisner,
1991). While other interpretations and understandings are possible and would not make my
findings invalid, the findings were consistent with the conceptual view point I adopted as a
researcher.
The final criterion for assessing the quality of research findings is external validity or
transferability. This factor relates to the degree to which the conclusions of the study are
generalizable to other contexts or settings. For historical research that is designed to
chronicle a sequence of specific events, the ability to generalize the findings to other
occurrences can be limited. To historians who seek to connect temporal events to larger
social patterns and organizational structures, the tenets of external validity are important.
History can serve as a window into broader social understandings. While the focus of
this study was the evolution of teacher education as it occurred at MSNS, the interpretation
of these events within the context of the institutionalization of the training of teachers had
potentially broader implication. When historians seek to analytically connect their historical
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findings to broader theoretical frameworks, they must consider the implications of external
validity.
To accomplish this, I provided a rich description, a description that was exemplaric,
producing for the reader what was hoped would be a vicarious experience. By uncovering
and explicating in detail the ways in which the historical actors in this study came to
understand, account for, react to, and otherwise manage the events of their times and connect
these understandings and actions to broader cultural patterns, the research hoped to transcend
the specifics of the case being studied. This analytical generalizability was accomplished and
gained power by being explicitly connected to a theoretical framework (Miles & Huberman,
1994). The following chapter will make explicit these conceptual frameworks.
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Chapter 3
HISTORIOGRAPHY AND REVIEW OF CONCEPTUAL FRAMEWORK
LITERATURE
While normal schools were slow to emerge as significant contributors of teachers, by
the beginning of the twentieth century there were 264 normal schools enrolling 132,000
students (Cremin, 1953). By comparison, there were 400 colleges and universities, of which
only a quarter offered teachers’ courses for their students. Of the normal schools that existed
in 1910, 180 would evolve into state colleges or universities (Ogren, 1996). Embedded in the
evolution of these institutions are the nascent notions of how teachers ought to be prepared.
To understand the formation and development of the early normal schools, and the Normal at
Ypsilanti specifically, two types of literature will be reviewed. The first form of literature to
be examined will be historiographical. The second will focus on organizational and
institutional literature and the conceptual framework that was used throughout this study.
The task of historical analysis is the illumination of distinctions between and among
significant social forms (Mattingly, 1975). While this form of literature does not explicitly
lay out a conceptual or theoretical framework, it cannot be ignored. The theory that does
emerge is implicitly derived from the historical narrative. The story of the nineteenth century
schoolmen cannot be understood as a significant social phenomenon by ignoring historical
complexity. The historical writings on teaching and teacher education will be used to develop
this contextual understanding.
Viewed in isolation, historical analysis can become a mere cataloging of events and a
pleasant form of storytelling. For historical work to be relevant, it requires a point of view.
This is derived from the formation of an interpretive framework “that implicitly contains
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some notion of the ‘meaning of history,’” (Tuchman, 1998, p. 25). To construct this
interpretive framework, a theoretical use of historical analysis is necessary. This will be
accomplished by assuming a broader social science perspective that seeks to explain the
nature of the processes involved in the historical events under study. Organizational,
institutional, and political literature derived from the fields of sociology, and political science
will be used to construct this interpretive framework.
Historiography
Few historians have explored the formation and development of teacher education
and normal schools; “the roots of these institutions remain buried” (Ogren, 1996, p. 9;
Herbst, 1980, 1989; Tyack, 1989; Clifford, 1981). Ogren (1996) described the state of
historical research on normal schools: “Historians of teacher education have produced only a
framework of a history of normal schools. While this framework is important, it begs to be
filled in by research seeking a well-rounded understanding of these institutions” (p. 9).
Almost from the founding of the normals, historians have attempted to define the role
they played in the evolution of teacher education in America. Over time, a variety of themes
have emerged. In the beginning, historians of teacher education considered the role of the
normal school in what they saw as the “rise of the profession of teaching,” while later
historians grappled with the historical lessons provided by the normal school regarding the
“prospect of teaching ever becoming a profession” (Ogren, 1996, p. 19).
Early educational historians tended to present the evolution of normal schools in the
United States as having proceeded linearly to the inevitable elevation of the teaching
profession (Elsbree, 1939; Gordy, 1891). For historians such as Elsbree (1939) and Woody
(1950), the history of teacher education was a history of triumph characterized by the gradual
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accumulation of knowledge. The dynamic rise of Western civilization was a tale that could
be told by examining each era’s educational institutions. From humble and ignorant
beginnings, mankind had progressed toward “the Golden Age, a better civilization than any
yet known” (Haller, 1963, p. 142). From this perspective, normal schools evolved to “evergreater levels of professional sophistication” until they arrived as equals among colleges and
universities (Herbst, 1980, p. 219). As Pangburn (1932) explained in The Evolution of the
American Teachers College, it seemed a natural occurrence for the normal, which began as a
post-secondary, quasi-secondary school, to develop into a collegiate-level institution (Urban,
1990). Bailyn (1960), critical of this approach, described this view as one that asserted that,
“the past could be differentiated from the present mainly by its primitivism, the rudimentary
character of its institutions” (p. 4).
The “Whig tradition,” as it has been labeled by historians (Gaither, 2003; Ogren,
1996; Herbst, 1980), was viewed as a means to document man’s ordained destiny. The
narrative created by these early historians was a morality tale. They chronicled the triumph of
the common school system as a reform effort championed by selfless and public-spirited
educators who believed that the only democratic form of education was one that was entirely
controlled by the state, and this included the preparation of teachers. The most prominent of
the early school historians, Ellwood P. Cubberly, Dean of Stanford’s School of Education,
described in his writings the rise of public education as the elevation of the public’s
consciousness culminating in the creation of “the American State School…the most
important institution in our national life working for the perpetuation of our free democracy
and the advancement of public welfare” (in Ravitch, 2000, p. 3). According to their critics
(Bailyn, 1960; Cremin, 1965), this view of history prevented them from recognizing the

36
complexities involved in the development of public education in the United States. They did
not account for the “status conflicts that have haunted teacher education from the outset:
between institutions preparing secondary- and elementary-school teachers, within the
education professorate, and between the education and the arts and science faculties”
(Mattingly, 1989, p. 211). Nor did they consider the relationship of status and class in society
or the differences manifest in urban and rural areas. To these early educational historians, the
“manifest destiny” of “public schooling” was self-evident.
Beginning in the 1960s, historians began to take a more critical look at the role
normal schools played in the development of teacher education. With the publication of
Bailyn’s (1960) Education in the Forming of American Society, and Cremin’s (1965)
Wonderful World of Ellwood Patterson Cubberley, historians began to re-examine the
“glorious” view presented by previous educational historians. Bailyn (1960) argued that
educational historians of the late nineteenth century and early twentieth century were
professional educators who had distorted the past to glorify the triumph of public schools in
an attempt to create in their students of education “an everlasting faith in [their] profession”
(p. 8). Referred to by Bailyn as “educational missionaries,” they “drew up what became the
patristic literature of a powerful academic ecclesia” (p. 11). Cremin (1965) echoed this view
and emphasized the need to rescue education history from educationists who drew a straight
line from colonial education to the common school movement of the 19th century and then to
the full-blown public education system of the mid-twentieth century (Donato & Lazerson,
2000). The story of American education, according to Cremin (1965), needed to be told
within its historic context and shown in all its diversity and complexity. This new critical
perspective created a level of skepticism that enabled historians to propose “helpful insights
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about the results of normals schools in regard to professionalism in teaching” (Ogren, 1996,
p. 21).
Mattingly (1975) and Herbst (1989), later historians, have suggested that the
evolution of the normal schools to four-year institutions decreased their potential to
contribute to the professionalization of teachers. Mattingly blamed this failure on the
vocationalization of teacher education, which was caused by the social status of the students
attracted to teacher education. While the early purpose of normal schools was the
development of a sense of moral purpose, later training evolved in a technical form as the
second-generation of normal school leaders came to terms with the poor academic
preparation and social class of the normalites. Herbst (1989), on the other hand, suggested
that in an effort to enhance their prestige, the early normals decided to emphasize the
preparation of secondary teachers and administrators. This was done in an effort to attract a
higher quality student to the normal and confer academic legitimacy on these schools. The
consequence of this shift was that it led to a marginalization of teacher education.
Other historians struck a similar theme in analyzing the transformation of normal
schools into four-year colleges. While they described the diversification of curriculum as the
driving force behind the relegation of teacher preparation to the status of second-class
citizens within these new four-year colleges, they differed on the specific causes of the trend
to diversify the curriculum. For some (Warren, 1985; Clifford and Guthrie, 1988; Herbst,
1989; Goodlad, 1990), the expansion of the curriculum was caused by the normal school
functioning as a “people’s colleges” in addition to preparing teachers (Ogren, 1996, p. 18).
These historians downplayed the normal schools as a single-purpose institution and
examined them from the prospective of the state legislators who established them and the
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students who attended them. The students and legislators of the Midwestern and Western
normal schools were willing to support the establishment of these schools if they provided
access to learning in addition to teacher preparation. Herbst (1989) has gone so far as to
suggest that the normals did more to democratize higher education than the land grant
colleges that followed.
The willingness to function as people’s colleges for local citizens steered normal
schools “away from the best interests of teacher education” contributing to the history of
teaching “not quite being a profession” (Goodlad, Soder, & Sirotnik, 1990, p. 25). Both
Lynch (1946) and Borrowman (1956) have suggested that the leaders of these early normals
were not unaware of the multiple purposes being served by their institutions. Normal leaders
acknowledged the courses other than those relevant for the preparation of teachers as a matter
of practical necessity in order to attract students and garner public support.
Examining the history of teacher education from the point of view of class and gender
relations, Ginsburg (1987), echoing Cremin’s (1965) earlier call to view educational history
in a broader social context, suggested that the earlier evolutionary and functionalist
approaches to the history of teacher education treated society as unproblematic and lacked
attention to social struggles, which privileged some interests while limiting others. Ginsburg
examined the social composition of students attending normal schools and universities and in
education departments and arts and science departments. He asserted that the difference
between both reflected the distinction of social class and gender that have existed in and
continue to exist in society today. The problems that have plagued teacher education,
Ginsburg claimed, can only be understood if examined from a critical historical perspective.
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The seeds of the low status of teachers and the institutions that prepare them can be found in
the social contradiction found in social class and gender relations.
Labaree (1994), while not taking a pure critical perspective, suggested that the
demand to mass-produce teachers led to the “creation of a form of teacher education that
could produce the most teachers, in the shortest time, at the lowest cost, and at the minimum
level of ability that the public would allow,” created a program of study that was “designed
to be accessible and easiest in the name of efficiency” (p. 594). Ironically, the demand to
produce more teachers created a path of social mobility for a large number of students of
lower socio-economic status who did not intend to teach. To produce teachers in the quantity
demanded and to provide access to higher education for lower-class students, normal schools,
and later teacher colleges, had to maintain a curriculum that was not academically
demanding. The demand for social efficiency and social mobility not only undermined the
academic integrity of teacher education but forced normal schools to transform themselves
into colleges after the turn of the century.
Both the policies and curricula in teacher education, agreed Warren (1985), have
always existed in a context driven by market forces that have governed the supply and
demand for teachers. As a consequence, the teacher “economy” has often undermined the
professional efforts to reform teacher education. Given an occupation that was generally
poorly rewarded and a public that was hesitant to finance schooling, it is little wonder that
efforts to “professionalize” teaching and establish training institutes met with resistance. The
economics of schooling, Warren asserted, influenced the debate over what constituted an
appropriate training program for teachers.
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Feminist historians have also articulated a critical theorist theme in describing the
evolution of normal schools and teacher preparation. Between 1820 and 1850, the teaching
profession was “feminized” due to an increase in demand (Ogren, 1996, p. 38). Teaching was
viewed as a calling “because of the social tradition of women and children,” not a career
(Ellis, 1930, p. 48). With salaries too low to support a family and the employment calendar
confined to only a few months out of the year, teaching was seen as a temporary activity for
women as they waited for marriage and domestic life. With few other career options
available, women came to dominant teaching. Rury (1989) and Clifford (1989) have
suggested that women entered teaching as conditions that had previously attracted men began
to change. As schooling became more centralized, men left the vocation, leaving a void that
was filled by a growing educated female population.
While earlier historians have blamed the excessive technicalization of the normal
schools on the low academic quality and immaturity of the normal students, Ogren (1996)
has suggested that perhaps the perception of low quality arose, at least in part, from the fact
that most of the students were female. With colleges and universities closed to the vast
majority of women, normal schools became the conduit for women to receive advanced
education. Between 1880 and the early 1900s, at least 40 percent of women attending college
attended normal schools (Ogren, 1996). Apple (1985) and Rury (1986) have theorized that
institutions that primarily educated women – i.e., normal schools – were seen as inferior to
others that primarily educated men –i.e., nineteenth century colleges and universities.
Consequently, as the male leadership of these lower status institutions – normal schools –
sought to enhance their institution’s status (and thus their own personal status) they pursued
legitimacy by emulating the curriculums of the more prestigious male colleges and
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universities. “As normal schools, and then teacher colleges, became more multipurpose,”
argued Underwood (1986), “they also grew more masculine” and moved away from the low
status mission of preparing elementary school teachers.
It is ironic that these revisionist historians, who began their work with an explicit plea
from Cremin and Bailyn to replace historical presentism with questions and analysis firmly
rooted in the past, would, in fact, write histories that reflected the educational crisis of the
1960s and 1970s. What began as an attempt to make educational history a constituent part of
intellectual, cultural, and social history quickly became overlaid with the desire to illuminate
the historic roots of American education problems—historical presentism (Donato &
Lazerson, 2000). Attempting to make historical analysis relevant to current educational
problems risks having current issues frame historical analysis and thus tarnish the intellectual
value a historical perspective can provide. Nonetheless, the skepticism that emerged in the
1960s has encouraged an engagement of historical issues in education that had previously
been unexplored.
The normal school was a unique institution developed during a critical period in
American educational history (Ogren, 1996). The variety of perspectives that have emerged
from previous educational histories paints a complex and diverse picture of teacher
preparation and the normals that were given genesis in the nineteenth century. As Ogren
(1996) has written, “rather than distancing themselves from their roots, former normal
schools should explore and embrace” their own histories and the historical roots of teacher
preparation (p. 43). The understanding of normal schools is an important component in the
development of an understanding of teacher education in America.
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Institutional Framework
Some authors stress that social scientists use historical data to construct a contextual
understanding of a social phenomena, while others suggest that historians use the ideas of
social scientists to understand historical events (Bonnell, 1980). Whether done by social
scientists or historians, historical work requires an interpretive framework within which a
formal explanation of processes and patterns can emerge. More than a simple chronology, a
theoretical use of history requires the utilization of a wide range of conceptual frameworks
taken from other disciplines (Tuchman, 1998; Rury, 1993). Causality, whether implicit as in
traditional historical accounts or explicit as in the social sciences, is linked to a theoretical
understanding of how given events are connected to one another. “Social science history”
connects finding out what happened with an explanation of the nature of the processes
involved. Thus, the researcher is able to abstract the structure which underlies the
manifestation and remains permanent throughout a succession of events (Levi-Strauss, 1967).
To create this type of historical understanding, a conceptual and theoretical framework,
within which the history of teacher education was analyzed, will now be presented.
The process by which teachers are trained and selected to work in the nation’s schools
has become a highly institutionalized process. As Scott (2001) has pointed out, institutions
do not emerge from a vacuum. Sociological institutionalists have argued that specific
conditions present as the time of the founding of some new social arrangement enable some
solutions but foreclose others (Thelen, 1999). The preparation of teachers is inexorably
linked to the values, institutions, and informal networks of American life (Lortie, 1975).
Czarniawska (1997) asserted that all societies have a “repertoire of legitimate stories that
individuals employ, in varying combinations to make sense of and to provide guidelines for
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ongoing actions” (p. 18). These processes, over time, become institutionalized social
structures. To inform this researcher’s understanding of teacher education, which has been
conditioned by past choices, the institutionalization process was an appropriate location to
begin a historical analysis of teacher education. “Patterns of actions” held in place “by
legitimate interpretations of why things should be done this way or some other way” become
embedded in the process of institutionalization (Czarniawska, 1997, p. 24).
To do this, the researcher examined the theoretical literature of institutional
researchers from the fields of political science and sociology. The following questions served
to guide this review: What is an institution? What are the structures of an institution? Within
the context of the historical insitutionalist paradigm: How are institutions created? And how
are institutions maintained, diffused, and changed? What role does power and conflict play in
the institutional process?
What is an Institution?
Distinct from the study of individual behavior, social scientists are concerned about
collective behavior. Human beings do not operate as isolated entities that move about
randomly and are subject to only occasional and chance interaction. From this perspective,
collective behavior would be no more than idiosyncratic interaction with each individual
pursuing his or her own ends, independent of one another. This, however, is not the way
humans interact. Humans exist within social frameworks—institutional arrangements—
governed by what Scott (1995) described as regulatory (rules, laws and sanctions), normative
(values and norms), and cognitive (reality and social meanings) structures that shape
individual actions to produce collective outcomes (Jackson, 1990). As Parsons (1990) wrote:
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…it can be shown negatively that the state of random variation of such
individual systems in the same society would be Hobbes’ state of nature—that
is chaos and that in the absence of a pre-established harmony in terms of a
metaphysical “nature” there must be, for a society to exist, a significant degree
of ultimate ends in terms of a system common to the bulk of the individuals
composing it….(p. 323)
Those studying these common systems of collective behavior have been interested in
understanding the relationship between individual actors and the social structures within
which they interact and how these structures are created, maintained, and changed. The
concept of “institution” employed by social scientists to understand these social relationships
has been perhaps the oldest and most used idea in social thought (Hughes, 1936, 1939;
Parsons, 1951; Selznick, 1949, 1957). Since the 1970s, ideas about institutions have
continued to expand and take on new and diverse meanings (Meyer & Rowan, 1977; Zucker,
1977, 1983; DiMaggio & Powell, 1983; March & Olsen, 1983; Powell & Dimaggio, 1991;
Tolbert & Zucker, 1995). To understand the many meanings and usages of the concept of
institution, the researcher began by examining the fundamental ontology that has formed the
foundation of institutional thought.
The first of these ontological views is “realism.” From this perspective, there is an
objective reality that exists externally to the individual that can be known only through
observation. This approach is actor-centered and forms the foundation of rational choice and
empirical institutional theorists. The second ontology, “relativism,” views knowledge as
subjectively constructed by individuals and which can only be discovered by seeking the
meanings constructed by individual actors. This approach is context-centered and is the
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premise for normative, sociological, and historical institutional theories. The first two
approaches can be classified as behavioral, given their focus on the individual’s behavior,
while the latter three can be classified as institutional as they focus on the context that shapes
the meanings individuals come to hold. While within each category there are differences,
they share enough conceptual features that examining their approaches to institutions will
clarify the diverse meanings of institution as a concept.
Thelen and Steinmo (1992) argued that perhaps the core difference between
behavioral and institutional theorists lies in the “question of preference formation, whether
treated as exogenous [behavioralist’s] or endogenous [institutionalists]” (p. 9). For
behavioralists, behavior reveals preferences. A person’s “true” preference cannot be known
outside the behavior he or she exhibits. “For all intents and purposes, the expressed
preferences are the real preferences” (Immergut, 1998, p. 6). Behavioral theorists begin with
a universal, non-context specific view of preference selection and assume that individuals
will rationally pursue preferences that are in their best interest—most utilitarian to their own
ends. Individuals who interact with institutions have their own well ordered set of
preferences that remain largely unchanged by any institutional involvement they may have
(Peters, 2000). While institutions provide the structure, they do not influence preference
selection. Institutionalists, on the other hand, are interested in the distinction between
“expressed” and “real” preferences (Elster, 1986). Institutions from this perspective do more
than just channel policy and structure behavior; rather “the definition of interest and
objectives is created in institutional contexts and is not separatable from them” (Zysman,
1994, p. 244). What individuals really prefer is, in fact, mediated by institutional structures.
Institutionalists seek to analyze why individuals select one particular definition of their
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interests and not some other equally plausible alternative (Immergut, 1998). From their
perspective, the selection of preferences is contextually formed and not merely the result of
“instrumental rationality.”
The second difference between behavioralists and institutionalists relates to collective
behavior. Behavioralists view aggregated outcomes in terms of the actions and behaviors of
individuals behaving strategically in pursuit of their own preferences. Their analysis of
institutions is therefore “actor-centered” in the sense that participants are defined as “any
individual or composite actor that is assumed to be capable of making purposeful choices
among alternatives courses of action” (Scharpf, 1997, p. 7). From their view, the mechanism
for aggregating preferences is a matter of efficiency. In contrast, institutionalists see interests
as structurally generated and not merely the summation of preferences. “Human interests are
so complex, that to speak of summing or aggregating them is merely to apply metaphor to a
complicated process” (Immergut, 1998, p. 7). Institutions do not simply aggregate interests
but serve to reshape and bias preferences.
The third area of contrast is normative. Institutionalists argue that collective decisionmaking is a consequence of the procedures used to make decisions. March and Olsen (1984;
1989; 1996) argued that the best way to understand behavior is through a “logic of
appropriateness” rather than a “logic of consequentiality” as argued by behavioralists.
“People functioning within institutions,” wrote Peters (2000), “[and] behave as they do
because of normative standards rather than because of their desire to maximize individual
utility” (p. 1). Unlike institutionalists, behavioralists embrace a functional view of
institutions. Institutions are formed and maintained because of the function they serve.
Behavioralists view institutions as a coordinating mechanism designed to sustain social
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equilibrium (Levi, 1997; Scharpf, 1997). The rules and patterned structures of institutions are
designed for efficient aggregated decision-making.
Table 1
Behavioralism versus Institutionalism

Behavioralism

Preferences (Xi)

Aggregation (∑Xi)

Normative
Standard

Subjective

Efficient summation → equilibrium

Utilitarian:

Revealed through behavior

(e.g., interest group market)

∑Xi = public interests

(e.g., voting)
Institutionalism

/common good

True ≠expressed preference

Inefficient aggregation

Rejects utilitarian

(problem with Xi)

Equilibrium problems

standard

→ outcomes /decisions ≠ ∑Xi

∑Xi ≠ public interest

(problem with ∑Xi)

Assessment of bias
Common good = ??

Note: From the “The Theoretical Core of the New Institutionalism,” by E. M. Immergut,
1998, Politics & Society, 26(1), p. 8.
From this analysis of behavioralist and institutionalist perspectives, the researcher was able
to construct a definition of an institution that could be used to orient this study.
For both approaches, structure matters, regardless of how this structure is defined. For
institutionalists, the structure is the formalized organizational apparatus and also the pattern
of values that those structures possess and pass along to their members (March & Olsen,
1989). For behaviorialists, the institutional structures form the incentives and/or constraints
on behavior. These structures persist within both perspectives. Even though the
behaviorialists’ approach depends primarily on individual utility function and rational
calculations based on those utilities, the structure remains constant until more efficient
mechanisms are developed by the aggregated actors. Institutionalists also assume that
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institutions persist. This is a function of institutions attempting to replicate themselves by
socializing new members into the values that define the institution (Peters, 2000).
The dichotomy between these two perspectives arises out of their perception of how
individuals and institutional structures interact and the degree to which this influences their
ability to change. Zysman (1992) noted that behaviorialists “start with individuals and ask
where institutions came from, whereas [institutionalists] start with institutions and ask how
they affect individual’s behavior” (in Thelen, 1999, p. 379). For institutionalists, preferences
are endogenous and are based upon the experiences of the individual within the institution.
Change, accordingly, is at best difficult as this involves the changing of values that have been
built up over time and have become accepted as objective by its members. Behaviorialists, on
the other hand, argue that preferences are exogenous and do not change appreciably because
of involvement with institutions. Change from this perspective is relatively simple as
function is re-defined to re-establish functional equilibrium.
Both perspectives provide a view of institutions as structured relationships between
institutions and individuals that persist over time and are organized by both rules and
regulations and normative and culture context that serve to shape individual behavior and, in
turn, are shaped by individual actors. This view would suggest that regulatory structures are
easier to change than normative structures and change may, in fact, be a measure of degrees
rather than radical shifts in function. The relationship of institutional components, whether
endogenous or exogenous, may also be a matter of degrees. The relative importance of these
relationships is clearly shaped by the ontological approach one brings to understanding
institutions but does not preclude a broad generalization of concepts that each share.

49
Historical Institutionalism
As a historical analysis of the institutionalization of teacher education and in order to
provide this study with a clearer theoretical focus, the researcher drew upon the conceptual
framework as articulated by historical institutionalism. Given that the tenets of historical
institutionalism were congruent with the researcher’s ontological and epistemological
perspective, this paradigm was seen as an appropriate framework within which to construct
this study. This institutional paradigm offered the researcher an analytical tool with which to
understand the concepts relative to institutional formation and, concomitantly, persistence
and change.
Historical institutionalism is characterized by three premises. First, historical
institutionalists address big, substantive questions. Second, they emphasize the impact of
time, specifying sequences and tracing transformations and processes as they evolve
temporally. Finally, historical institutionalists attend to context and configuration; they
analyze macro-contexts and hypothesize about the relationship of institutions and social
processes. Historical institutionalists look at the forest as well as the trees.
Historical institutionalists start by asking “big” questions, why one thing happened or
did not happen, how patterns or outcomes came to be. Their focus is on explaining events
both contextually and temporally. Historical institutionalism seeks to understand the larger
contextual currents within which single events occur. In examining the problems they select,
historical institutionalists utilize an iterative process, studying an event, then stepping back
and generating interpretations about causal links, and then returning to examine the case with
new questions.
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Historical institutionalists frame their analysis within temporal frameworks—time
matters. They look to understand processes over time. By exploring institutions temporally,
historical institutionalists are able to widen the range of empirical experiences beyond that
which is provided by a micro-examination of events and actors, thereby, broadening the
contextual understanding of the case. Historically informed researchers become aware of
temporal boundaries or period effects regarding causality.
Historical institutionalists move beyond simple correlational causality and examine
why and how events are linked or not linked to one another. The detailed examination of
process, embedded within its context, enables the researcher to provide a depth of analysis
that identifies how variables are connected to one another, not merely that they are related.
This permits historical intuitionalists to comparatively explore similar processes and
institutional structures within historical context and infer the mechanism of causality.
From a theoretical perspective, historical institutionalism would appear to be nothing
more than a methodology rather than an approach offering theoretical explanations for
institutions. However, more recent scholarship has begun to explicate a theoretical
foundation to frame the historical institutionalist’s perspective. The influence of the
normative and interpretive paradigms has moved historical insitutionalism “beyond using
history as a ‘method’ and are turning to history as a ‘theory’ or philosophy” (Immergut,
1998, p. 19). Historical institutionalists have begun to specify theoretically how individuals
relate to institutional structures and how these relationships play a role in institutional
creation, persistence, and change.
Whereas normative and sociological institutionalists emphasize the coordination of
normative relationships between institutions and individual actors, historical institutionalists
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focus on the themes of power and preference formation. Historical institutionalists, by
utilizing a macro perspective, assume a power-oriented view that emphasizes the structure of
power within institutions that influences and shapes the expression of a given set of interests.
Rather than viewing institutions as a mechanism for aggregating individual preferences,
interests are shaped by institutions and collective actors that “bear the traces of their own
history” (Immergut, 1998, p. 17). The interest demands that become expressed in policy and /
or practice are not an exact reflection of the interests of individuals but deviate considerably
from the potential “raw material” of interest that could be expressed. Institutional structures
influence the political process and adjudicate among conflicting interests and, as a result,
may privilege some interests rather than others (Immergut, 1998).
Influenced by the interpretive paradigm in the social sciences, historical
institutionalists emphasize the limits of human rationality and knowledge and, therefore, the
ability of individual actors to make efficient and rational decisions. The logic of decisionmaking is the result of historical developments and is constructed and supported by a specific
set of institutions and beliefs that have historical antecedents. The process of interestformation and decision-making, and the institutional structures that shape these decisions,
can only be understood within their historical context.
Because institutionalists view causality as contextually complex, they do not believe,
as do rational choice theorists, that one can tease out individual strands of causality. It is
understood by historical institutionalists that human actors have the capacity to learn from
history and that the same combination of variables, if repeated at a later point in time, may
not produce the same results. In conjunction with their emphasis on the context and the
complexity of causality, historical institutionalists argue that our understanding of particular
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events is influenced by the contingent nature of history. Breaking with behavioralists’
conception of the “efficiency of history,” chance and accidental combinations of factors are
seen as influencing events that continue to have lasting effects after they have occurred.
While historians assume an endogenous view of interest formation, they do not mean
that institutions are deterministic or that normative structures dictate to actors how and what
interests to pursue. From their perspective, wrote Immergut (1998), “institutions—be they
formal rules of political arenas, channels of communication, language codes, or the logic of
strategic situations—act as filters that selectively favor particular interpretations either of
goals toward which political actors strive or of the best means to achieve these ends” (p. 20).
Institutions then serve as structures that legitimize certain interests and provide interpretive
frames that facilitate interest formation and mobilization. Institutions, wrote Steinmo (1992),
“provide the context in which individuals interpret their self-interest and thereby define their
policy preferences…and any rational actor will behave differently in different contexts”
(Steinmo, Thelen & Longstreth, 1992, p. 7).
Institutional Model
To aid in the researcher’s understanding and organize a conceptualization of
institutions, Parsons’ (1956) theoretical model of organizational structures was employed.
Parsons (1956), and later Thompson (1967), argued that organizations become structured into
three distinct levels that serve different organizational functions and interact or are “coupled”
with the other organizational levels in distinct and qualitatively different ways. The three
levels described by Parsons are technical, managerial, and institutional.
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Figure 1 Parson’s Three Levels of Organizations
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The technical level is concerned with tasks and general activities used for the development of
goods or services. This level is focused on the performance of the “technical” function of the
institution—that “task” for which the organization has been organized (Thompson, 1967).
The next level is the managerial level. The managerial level carries out the activities of
planning, coordination, and innovation. This level is focused on the establishment of goals,
strategies, processes, rewards, and resources. This level also mediates between the technical
and environmental levels (Thompson, 1967). The final level, the institutional level, mediates
between the organization and its cultural environment. It comprises the understanding of the
social, political, cultural and economic context of the institution. The tasks at this level shape
both the managerial and technical levels and also the institutional environment (and viceversa) (Thompson, 1967).
This organizational paradigm provided a conceptual framework that synthesized the
complexity of institutional organization by encompassing the technical source of
institutionalization as well as the relationship of organizations to their social environment.
“Concepts such as rationality, self-interest, and efficiency are seen as ideological
formations—that is, cultural constructions impossible to conceptualize without the creation
and institutionalization of new ideologies about the nature of individuals, society, and
progress and substantial changes in the regulatory and normative regimes in society” (Rowan
& Miskel, 1999).
Institutional Formation
If, as historical institutionalists argue, institutions are the “carriers of history” and
policy and structural choices made at the inception of an institution persist and continue to
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have influence, a conceptual understanding of institutional formation was necessary for the
researcher to understand the historical process of institutionalization.
In examining the formation process, historical institutionalists have proposed two
types of “change.” The first type of change, “internal development,” is concerned with the
process of institutionalization, while the second concerns changes in the values and /or
structures that characterize an institution (Peters, 2000). Peters asserted that “institutions
must become institutions; being institutions is a variable, and not a constant, and not all are as
fully institutionalized as others” (p. 7). Selznick (1957) argued that institutionalization
involves infusing a structure with value; structures are therefore brought to life by the
appropriate values, not just formal structures. As a conceptual guide for this research, the
author was most interested in the former process of change, institutional formation.
The process of institutionalization was defined by Berger and Luckman (1967) as
“…a reciprocal typification of habitualized action by types of actors” (p. 54). Habitualized
actions are those behaviors that have been adopted by individuals or groups of actors to solve
problems that reoccur. These behaviors become habitualized when, with a minimal degree of
decision-making, they are repeated when faced with the same circumstances (Tolbert &
Zucker, 1995). These habitualized behaviors become typified when they operate independent
of specific individuals. Zucker (1977) referred to this as objectification and considered it
critical to institutionalization formation. These two processes, habitualization and
objectification, occur sequentially in the initial formation of institutions.
In turn, objectification, the development of social meanings attached to behaviors, is
followed by a process referred to Berger and Luckman (1967) and Zucker (1977) as
“exteriority.” This refers to the amount of behavioral typifications that are “experienced as
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possessing a reality of their own, a reality that confronts the individual as external and a
coercive fact” (Berger & Luckman, 1967, p. 58). This process is related to the historical
continuity of typification (Zucker, 1977) and its transmission to new members as “social
givens.” Tolbert and Zucker (1996) termed “the process through which actions acquire the
quality of exteriority as ‘sedimentation’” (p. 16).
The degree to which an institution is said to be “institutionalized” is related to the
degree of objectification and exteriority. When the degree of institutionalization is high, “the
transmission of the action, maintenance of that action over time, and resistance of that action
to change are all also high” (Tolbert & Zucker, 1995). The process of transmission and
institutionalization are thus reciprocally related. As the exteriority of behaviors—
institutionalization—are enhanced, transmission increases and, as the degree of
institutionalization increases, subsequent transmission is facilitated (Tolbert, 1988).
This process suggests that the patterns of habitualization, objectification, and
sedimentation vary in the degree to which they are embedded in a social system, and as a
consequence, their ability to influence institutional stability and their power to determine
behavior is also variable. This variability in levels of institutionalization also implies that
some institutional patterns are more vulnerable to change than others. These stages in
institutionalization are associated with pre-institutionalization-habitualization, semiinstitutionalization-objectification, and full-institutionalization-sedimentation (fig. 2)
(Tolbert & Zucker, 1995).

57

Legislation
Technological

Market Forces

Innovation

Habitualization

Interorganization

Monitoring
Pre-Institutionalization

Objectification

Theorizing

Sedimentation

Interest
Interest
Group
Group
Advocacy
Resistance
Semi-Institutionalization
Full-Institutionalization
Positive
Outcomes

Figure 2 Components of Institutionalization
Note: From Institutional analyses of organizations: Legitimate but not institutionalized, 1995,
by P. S. Tolbert & L. G. Zucker, Working Papers in the Social Science, Institute for Social
Science Research, 6(5), p. 13.
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Path Dependence
The second aspect of institutional change is change that alters the existing
institutional structures or belief systems. For historical institutionalists, the causal role of
history is linked to the concept of path dependence. These mechanisms serve to maintain
particular patterns of political behavior and are self-reinforcing or positive feedback
processes. Institutions are collective outcomes but are not viewed as a product or summing of
individual interests. Institutions, from this perspective, are socially constructed in the sense
that they incorporate shared cultural understandings in how the world works (Zucker, 1983;
Meyer & Rowan, 1991; Scott, 2001). As such, “emergent institutional forms will be
‘isomorphic’ (i.e., compatible with, resembling, and similar in logic to) with existing
institutions because political actors extract causal designations from the world around
them….” (Thelen, 1999, p. 386). Political actors are constrained by the embedded cultural
limitations. At critical historical junctures, outcomes produce feedback mechanisms that
reinforce particular patterns in the future. Once these patterns have begun to emerge, it is
very difficult for institutionalization or change to reverse course. As a result, after a critical
junction, the events and patterns that emerge are crucial in determining future institutional
patterns. When the “rules of the game” become the basic institutional pattern, they often
generate self-reinforcing institutional structures. As a consequence, privileging certain
institutional actors or patterns at these formative or “critical junctures” can entrench and
reinforce unequal power relationships. This process is informed by what Stinchombe (1968)
referred to as “historical causation” as events in the past trigger certain patterns that, over
time, reproduce themselves, even if the same circumstances do not reoccur.
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Sequences
For historical institutionalists, timing and sequencing are important as the order of
events makes a fundamental difference. Different sequencing brings together different actors,
in different patterns of interaction and with varied allocations of resources (power) and can
produce diverse institutional outcomes. These events do not occur in a vacuum and are
influenced by institutional patterns that pre-existed the new patterns and consequently,
historical pre-existing patterns that privileged certain political actors and / or institutional
structures will both constrain and empower different elements of this dynamic. The
examination of contemporary conflicts without an understanding of the historical terrain that
was shaped by past preferences and actors will inaccurately explain politics and
policymaking today.
This self-reinforcing process can serve to not only reproduce institutional patterns,
but also to provide a partial explanation of the change process. Self-reinforcement can
explain why and when sequencing and timing can matter. Processes may operate to
institutionalize specific political arrangements or structural relationships that, in the future,
can become vulnerable to being displaced by newly emerging events or processes that are
unique to previously reinforced patterns. While self-reinforcement means that forsaken
alternatives become unreachable with the passage of time, it also implicitly means that it
creates future event configurations that otherwise would not have been possible.
Conjunctures
Historical institutionalists also focus on timing and sequence in relation to
“conjunctures”—interaction effects between distinct causal sequences that become joined at
particular points in time (Aminzade, 1992; Orren and Skowronek, 1994). Cohen, March, and
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Olsen (1972) articulated the nature of “critical conjunctures” when they stated that
institutional behavior cannot be understood via the interaction of the participants and
imposing a rational explanation on their behavior. Choices, they argued, “just happen,”
arising from the dynamic institutional processes that are complex, contextual and
unpredictable, and driven more by sequencing and timing than by individual intention.
Streams of problems, solutions, participants, and choice opportunities intersect randomly.
These streams move about independently and come together in various combinations—
critical conjunctures—that are determined by random endogenous and exogenous social
forces. While institutional structures, previously reinforced patterns of behavior, channel and
constrain the interaction of these streams and thereby shape the potential emerging patterns,
the combination of any set of streams is a function of random forces that are dialectically
reinforced by each other. Historical institutionalists focus on the distinct social processes that
become linked in temporally different and causally crucial ways. They do not view political
processes in isolation but rather focus specifically on how temporal ordering of, and
interaction among, processes influences institutional outcomes (Katznelson, 1997).
Institutions, from this perspective, are not neutral mechanisms for merely
coordinating activities but “in fact reflect, and also reproduce and magnify particular patterns
of power distributions in politics (Thelen, 1999). Skcopol (1992) explained that institutional
arrangements “affect the capabilities of various groups to achieve self-consciousness,
organize, and make alliances” (p. 47). The feedback dialect that operates around
institutionalization powerfully shapes future possibilities. These feedback, or reinforcement
loops, make it clear that institutional persistence is a strong pattern within institutional
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process. But institutions do evolve and change over time. It is within these reproduction
mechanisms that the seeds to institutional change are sown.
Change
Orren and Skowronek (1994) present a conceptualization of change that is not linked
to overly deterministic mechanism and intersections between different processes and
institutional logics as they emerge over time. They suggest that random conjuncture produce
the dynamics that can create change. The “collisions” of two previously unconnected policy
streams, the “gaps” between different levels of action, and the “lags” between short-term and
long-term events influences institutional development in ways that cannot be anticipated
(Thelen, 1999). These “collisions,” “gaps,” and “lags” have the potential to disrupt the
feedback or reinforcement cycles and alter the mechanisms that reproduce stable patterns
overtime, “thereby producing political openings for institutional evolution and change”
(Thelen, 1999, p. 397). The mechanism of reproduction and persistence form a set of
ideations and material foundations that, if disrupted by these “collisions,” “gaps,” and “lags,”
become vulnerable. Thelen (1999) has written that understanding the mechanism of
reproduction that sustains institutions is the key to understanding why and how institutions
are susceptible to change. The crucial starting point “…is to examine what ideological and
material foundations sustained institutions prior to the onset of new pressures” (p. 398).
Understanding the change process requires an understanding of the mechanisms that
contributed to previous patterns being sustained and reproduced. An alteration of these
reinforcing processes creates the dynamics necessary to drive institutional change. This
explains why institutions that appear on the surface to be structurally the same are affected
by conjoining events in different ways. Appearances clearly can be deceiving, for embedded
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in similar institutional structures may be unique reinforcement structures that react
differently to exogenous pressures.
Conflict and Institutions
The notion of institutions as normative structures does not diminish the conflictual
nature of institutions and institutional structures. Indeed, as Katzenstein (1996) and Thelen
(1999) noted, dominant cultural norms emerge out of concrete political conflict, in which
different groups fight over which norms will prevail. While the cognitive dimension is
important, they should not, as DiMaggio and Powell (1991) argued, “eclipse the strategic and
political elements of action…questions of institutionalization and institutional change, the
political part of the story (and not the cognitive) are more important” (p. 27-31).
The incorporation of power and conflict, along with the cognitive aspect of
institutional change and stability, is helpful in understanding institutional dynamics. Since
reproduction mechanisms serve to privilege some normative structures over others,
institutions need to be understood in their capacity to control the scope of conflict. Those
actors or groups of actors privileged by current institutional processes would seek to
reinforce institutional patterns that serve to “privatize conflict”—maintaining conflict as an
endogenous process, while those not so privileged would seek to alter this pattern of
reinforcement to operate exogenously—“socialize conflict” (Schattschneider, 1975). The
dialectic nature of institutional patterns is influenced by the extent to which the privatization
or socialization of conflict is habitualized and eventually objectified. This objectification
serves to reify certain conflicts into a dominant position and other conflicts to subordinate
status. Institutional change is therefore influenced, in part, by the ability of institutional
actors to influence the scope of conflict and conflict formation.
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Conclusion
Institutionalism, and specifically historical institutionalism, permits a dynamic
understanding of how institutions are formed, persist, and change. Critical to this
understanding, and emphasized by historical institutionalists, is the development of insight
into the formative stages of institutionalization. Exploring the factors that circumscribed the
institutionalization of teacher education will reveal the underlying institutional configurations
that enacted the normative, regulative, and cultural cognitive structures of the training of
teachers (Scott, 2001). By framing the emergence of teacher preparation and the development
of the Michigan State Normal School in a historical institutionalist paradigm the researcher’s
development of an understanding of how the social and temporal context shaped the
institutionalization of teacher education, and remain embedded within current institutional
structures, was facilitated. What is most critical in developing this type of understanding is
awareness that these institutional structures are suspended in a web of values, norms, and
beliefs that are subjectively realized. It is only over time that these socially constructed
templates acquire the moral and ontological status of take-for-granted facts that become
crystallized into an objective reality exogenous to individual actors (Barley & Tolbert, 1997).
This, however, is not to suggest that this is a static or deterministic process. Rather, this is
recursive and transformative, derived from a cumulative history of action and interaction
determined by and determining institutional structures within which our subjective reality is
embedded. Consequently, institutionalization is a continuous process whose operations can
only be observed through a diachronic model that encompasses a breadth of setting and an
extensive temporal frame. Therefore, this researcher found it necessary to move beyond the
specifics of the localized setting and history in order to understand how specific institutional
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actions implicate structures broader than those of the specific setting (Barley & Tolbert,
1997). The application of the historical institutional paradigm to this study will be further
developed in the following chapter.
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Chapter 4
PART I: EDUCATIONAL HERITAGE
In the middle of the Eastern Michigan University (EMU) campus, silhouetted by the
state-of-the-art college of education building, stands a small one-room schoolhouse. Brought
to the college in 1986, it was moved to the campus “to offer testimony” to the university’s
normal school heritage and teacher preparation roots (Gwaltney, 2001, p. 4). As one stands in
front of this nostalgic icon to America’s educational past, surrounded by the bustle of a
modern multi-purpose university, it is difficult to discern the forces that guided the formation
of EMU—the Michigan State Normal School (MSNS). The Normal’s story and that of
teacher training in general, however, does not begin with the passage of Act 138, An Act to
Establish a Normal School in 1849. The Normal is but a descendent of an educational past
that can trace its roots from colonial America to the Old World and the earliest of
civilizations. Scholars who examine contemporary struggles without an awareness of the
history that shaped the terrain of preferences and actors—the habitualization, objectification,
and sedimentation of institutional structures—will miss much that is relevant to an
understanding of recent historical events. Institutions are expressed in ongoing human
activity, which develops slowly over time and often require centuries to unfold. To fully
appreciate and understand the organizational building blocks that led to the formalization of
teacher training and the development of normal schools, of which MSNS was one of the
earliest, the historical legacy of education and teaching from the earliest of Western
civilization must first be examined.
The first settlers arriving on this continent brought with them not only the material
artifacts they believed necessary for their physical survival, but also the cultural heritage of
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the societies they left behind. This heritage was forged in the distant millennia of human
civilization, which reproduced and transmitted social practices and institutions as social and
historical constructs. As a result, part one of this story begins with the historical dynamics
that gave birth to the cultural and social forces that forged the underlying Western ideological
and intellectual foundations regarding education and, concomitantly, the training of teachers.
Given the characteristics of the colonizing nations, the peculiarities of sectional
geographies, and the indigenous experiences of the early colonists, the cultural differences
between the regions of colonial America were more striking than those they shared (Rippa,
1997). Rather than surveying all the educational variations that emerged in colonial America,
the next part of the narrative will focus on the forefathers of the early Michigan pioneers—
the Puritans of New England.
This story, however, is about Michigan and the early pioneers who settled the vast
wilderness of the Michigan Territory at the start of the nineteenth century. While the
beginning of the narrative develops the historical continuum from which these early settlers
acquired their cultural heritage, it is in the final part of the story, the Normal’s history, in
which the streams and tributaries of these legacies merge and will be given meaning.
Because the development of public education and the state university in Michigan, as well as
the political and economic conditions of the nineteenth century, are inexorably linked to the
transitional dynamics of the Normal, these parallel stories will be integrated into the
Normals.
Western Heritage
While this is not a history of ancient or medieval education, and it is not necessary in
telling the Normal’s story to describe these early patterns in detail, a description of them is
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essential to an understanding of the theological and ideological beliefs that came to dominant
colonial America. Given the strength of the Anglo influence on the Bay colonies, the
development of educational trends in England will be described in more detail. Part one
traces the emergence of the apprenticeship system, its development in Europe, and its
extension and operation in England during the seventeenth century. The second part
describes the evolution of formal educational systems and the relationship of education to the
church and state in the seventeenth and eighteenth centuries. The final section traces the early
developments in the training of teachers and the connection between teacher preparation and
the ends served by schooling.
The Foundations of Education
The earliest form of education, the transmission from generation to generation of the
accumulated knowledge of a given culture, occurred in the context of everyday existence.
Learning came about naturally in a child’s participation in family and group life (Pounds &
Bryner, 1973). The induction of the child into the ways of doing, thinking, knowing, and
believing of the group—its culture—ensured (or at least provided the potential for) the
stability and continued survival of the group. Unlike other creatures, which have “social
structures” that are largely triggered by biological maturation and repeated in forms
unchanged from generation to generation, the survival of humans is dependent on the
successful cultural adaptations of one generation being passed on to the next through a
process of learning rather than biological inheritance (Pounds & Bryner, 1973). The
transmission of culture—learning—enables humans to build on an inheritance from the past.
Consequently, each generation does not have learn from “scratch” that which has been
accumulated by a given culture, nor are humans dependent on biological mechanisms to
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sustain social structures. Rather than biological mutations producing change, the evolution of
and change in human culture is a derivative of mutational developments occurring within the
structures of cultural transmission.
Anthropologist Wolcott (1987) defined learning that is engaged in at an unconscious
level, is unintentional, and occurs throughout an individual’s life time as informal learning.
Much of the knowledge acquired by children in these early societies came about informally
(as it still does today) through their daily observation of, interaction with, and imitation of
adults. However, not all learning occurred informally or by “accident.” Some education and
learning in these early groups did occur that was intentional; that is, learning took place
through purposeful engagement, with efforts at correction and the teaching of explicit rules
and methods (Wolcott, 1987). Described as nonformal learning by Wolcott (1987), this type
of education, while intentional, lacked the formality of setting and organizational framework
that would demarcate it as a separate social institution. This type of learning was not
significantly differentiated from other facets of life. Education did not function separately
from other aspects and institutions of these early societies (Pounds & Bryner, 1973).
Consequently, the “act” of teaching was distributed among all members of the community.
Formal schooling, that which occurred in a formal setting with an organizational
framework of regulatory and normative structures and with specialized roles assigned to
teachers and students, seems to have appeared only as societies and the individuals within
these societies became more specialized and compartmentalized (Pounds & Bryner, 1973).
Formal schooling was developed consciously as an agency of society with an institutional
framework that would connect it to the wider cultural frames, norms, and rules to work for a
certain purpose. So long as there was little differentiation between any of the institutions,
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customs, or ways of doing in these early societies, informal and nonformal methods of
education proved sufficient in passing on the values, beliefs, norms, and technical skills
necessary to maintain the existence of these societies. Although priests and medicine men
would be among the first individuals to be differentiated through their exclusive knowledge
concerning religious rites and ceremonies and would come to play a specialized role in a
more formalized education of the young, it would be the apprenticeship that would provide
the framework for the education of most children in early human civilizations and form the
transitional form along the continuum from informal to nonformal to formal education.
Apprenticeship
As early societies became more complex, so too did the functional differentiation of
individual members of the society; an economic division of labor began to take form. By the
time literate civilization had begun to flourish, occupational specialization began to be
established. While the majority of children would still be educated in the informal and
nonformal methods of education that characterized preliterate societies, the emerging
craftsmen and artisans began to require a more specialized form of education. The
apprenticeship developed to provide this specialized form of education made necessary by
the increasing division of labor. Primitive in nature, learning within an apprenticeship took
place in the context of participation in a trade and utilized observation and emulation as the
primary method of instruction; education was still provided through informal and nonformal
mechanisms.
Typically, this was a process that occurred between a father and his son. While
ascribed a status above that of unskilled workers and the laboring poor, this emerging
“middling” class was still, by and large, a working class. Many early civilizations, such as
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the Babylonian, established legal codes for apprenticeships (Douglas, 1937). In an effort to
ensure an adequate supply of craftsmen and artisans, these codes often required that fathers
teach their respective trade to their sons.
Where the craft and trade classes were more highly developed, the apprenticeship
system became more formalized and expanded beyond the mere passing on of a trade from
father to son. Young boys were often sent into the shops and households of a “master” to be
trained in a particular trade. In Greek and, later, Roman civilizations, written agreements
were often established between masters and the apprentice, with the apprentice often taking
the name of the master as an indication of their completed training (Partridge, 1957). Over
time, groups of masters began to determine the appropriate training for an apprentice and
who, in fact, could receive this type of training. These occupational classes began to be
organized into associations or guilds to establish requirements and ensure the quality of a
young man’s training (Butts, 1947). While the priestly class, the wealthy, and the politically
dominant had begun to establish forms of “formal schooling,” even the sons of the dominant
class learned their roles through a type of apprenticeship (Partridge, 1957). It should be
noted, though, that for the majority of the population, the informal and nonformal methods of
education, which occurred within the family and clan group, remained the chief agency of
education.
With the decline of the Roman Empire, the apprenticeship system continued in its
quasi-formal structure throughout Europe. What formal education existed before the Middle
Ages tended to languish as education generally came under the control of the clerics and the
church. Even the nobility of feudal Europe would be trained in a standardized system of
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education that paralleled that of the apprenticeship system for the craft and trade classes
(Partridge, 1957).
In feudal Italy, the traditional apprenticeship system began to undergo changes with
the rise of the city-states and the growing influence of commerce provided by access to the
Mediterranean Sea. As occupational associations grew in power and influence, they
developed more stringent regulations to secure a monopoly of their trade and thereby elevate
their economic and social status. With advances in the technical skills required of certain
occupations, and the rising power of the city-states, the traditional relationships within the
apprenticeship system changed. The once “father and son” structure all but disappeared.
Requirements for membership increased, and more formalized standards for training were
created. Young boys would be indentured to a master who took on the responsibility of
teaching not only the skills of the craft or trade, but also in providing moral training and the
rudiments of literacy (Butts, 1947).
The apprenticeship system expanded and became more complex in those areas of
Europe that experienced the greatest economic growth. This growth led to an expansion of
the merchant and craft classes—a middle class. With the emerging nation-states and
pressures from the rising middle class, which was fueling the expanding economies in the
sixteenth and seventeenth centuries, the desire to regulate occupational training became a
state interest. The apprenticeship system was to become a method of regulation used not only
by occupational association but also by the state to control access to specific occupations,
manage the economy, and concomitantly control access to the middle class. What began as a
simple method for passing cultural and trade skills on to the next generation through kin
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relations became a tool to be used by the state and the middle class to protect and advance
their interests.
As the apprenticeship system of training was evolving, certain occupations began to
accumulate greater quantities of systematic knowledge. This additional “intellectual” content
elevated these occupations to a higher social status and promoted the transformation of these
occupations into professions. These developments would lead to the transformation of
“professional” apprenticeships into formal schooling, a transformation that will be traced
more completely in sections to follow.
Apprenticeship in England
“The essential characteristics of the apprenticeship in the American colonies were
determined by the English guilds and municipal legislation of the thirteenth and fourteenth
centuries” (Seybolt, 1917, p. 1). These regulations provided for a limit on the number of
apprentices directed by a master, developed a fee structure for entering and exiting an
apprenticeship, and established a method for determining who could engage in an
apprenticeship. These measures created a mechanism for controlling competition within the
various occupations. Workers in towns and villages organized into guilds to squeeze out rural
competition and thereby establish a monopoly for their trade (Douglas, 1937). By the
fifteenth century, access to the mastership became increasingly difficult, and the length of an
apprenticeship was prolonged with the requirements for completing an apprenticeship
becoming more complex (Pirenne, 1937).
The regulations formed by the various guild and trade associations were codified in
1562 with the passage of the English Statute of Artificers. This act was passed to control the
general distribution of labor throughout the country and to reduce unemployment (Mishnun,
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1937). By restricting apprenticeships to the sons of townsmen and assigning trades based on
parentage and financial status, the government sought to ensure an adequate supply of rural
labor and stem the tide of farm youth who were filling the growing city slums. While this act
did not significantly alter the apprenticeship system that had developed in England, the use of
the apprenticeship system was seen as a mechanism for the state to advance its economic
interests.
With the passage of the Poor Laws of 1601, the state sought to provide for the
material needs of poor children by requiring that either they attended school or were
apprenticed by public officials until they attained legal age. Thus, the apprenticeship system
came to support the existing class structure of the English society by controlling the
distribution of labor, regulating the economy, and creating a means for dealing with the
growing population of poor children.
Formal Education
Unlike the apprenticeship system, which was broadly structured and only later
became more selective, formal education—that which possessed formality of setting and an
organizational framework—was always highly selective. As societies became literate, there
became a need to teach certain individuals to read and write. Chieftains, priests, and scribes
were, perhaps, the first class to be differentiated not only by a set of technical skills but also
by the acquisition of a specialized knowledge base. Formal systems of schooling were
established to provide systematic instruction in this knowledge base. Limited to a relatively
small portion of the population, this elite class determined not only to whom, and how, these
exclusive roles were to be passed on to the next generation, but also what constituted the
appropriate knowledge base for those of status. The purpose of formal education was to
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provide schooling in the knowledge base that constituted status, and the content deemed
appropriate to this end was that which promoted the aims of the elite of the society.
This class was not the only segment of the population to stimulate the development of
schooling. Certain occupations began to accumulate a systematic body of knowledge. These
occupations began to acquire a higher level of social status as their intellectual content began
to expand, thus promoting the transformation of these occupations into professions. As rising
professions, these occupations began to require the mastery of a specialized knowledge base,
which served to restrict membership and promoted exclusivity. In addition, individuals
within these emerging professions began to autonomously assert control over their vocations
as they established rules and enforcement mechanisms to manage entry into the fields and
standards for continued practice.
The first professions to develop in this manner were the fields of law and medicine.
Although initially embedded within the priestly classes, over time, the knowledge base for
these occupations became extensive enough that they developed a separate identity. While
the apprenticeship system continued to be the dominant method for preparing physicians and
lawyers, formal structures—schools—began to appear to provide novices with the
prerequisite knowledge necessary to enter into a more practical and apprentice-like phase of
training (Wright, 1937).
No one thought it necessary to educate the masses. The serfs and peasant were
laborers, and it was believed they had no use for reading or writing. Traditionally, only the
clergy, secular rulers, and then the professional classes were literate. What crude education
was provided to the working class and poor occurred informally or nonformally at home or in
apprenticeships that did not emphasis academic learning (Perkinson, 1995). Formal education
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did not match the occupational expectations of the lower class, and neither those who were
formerly educated nor the working poor themselves found schooling necessary.
The Church and Education
Throughout the Middle Ages, theology and the church dominated educational
thought. This included schooling for the elite and rising merchant and craft classes as well as
the limited schooling for the lower class. With the Christian Church struggling for its
existence, “schooling, when it existed at all, was rudimentary at best,” and was offered as a
means for “encouraging adherence to a common set of doctrines and precepts” (Lucas, 1994,
p. 81). Schools that were established were connected to either a cathedral or a monastery. By
the eighth century, the Latin Church had come to exercise a virtual monopoly over learning
and severely limited the aim and scope of education (Pounds & Bryner, 1973). In order to
assert control over the Western world, the leadership of the Christian Church discouraged
any interest in worldly matters. What scholarship existed was directed toward the
contemplation of God’s ways and the mysteries of His doctrines (Lucas, 1994). Much of the
learning from the ancient world was lost. That which was not lost was suppressed by the
church as being the work of the devil.
While the Crusades of the twelfth and thirteenth centuries would be undertaken under
the flag of the Christian Church, they would have an impact on Western Europe far beyond
the ecclesiastical world. The economic and cultural changes brought about by the Crusades
gave genesis to a new emphasis in education. With the opening of new markets, “middlemen,
financiers, insurance dealers, bankers, lawyers, and other types of ‘businessmen’ emerged in
a society unaccustomed to their presence” (Theobald, 1990, p. 73). The economic growth of
Europe and the emerging nation-states required a more broadly educated population. It
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should be noted that while who was to be educated expanded, it still represented only a
narrow strand of the overall population. The mechanism for developing such an expanded
system of formal education did not exist beyond that which had been developed to educated
the clergy, wealthy, politically dominant, and professional classes. The writing and
calculating knowledge required by the rising merchant class would emerge out of the existing
educational systems.
The cathedral schools, which had been formed in the seventh and eighth centuries,
began a transformation. The Church of Rome, now firmly established, no longer saw nonChristian knowledge as a threat to the Church’s authority. As a result, secular learning was
accommodated within Christian education. Schools were no longer to be confined to
devotional manuals or scriptural collections. The curriculum was expanded and incorporated
the full spectrum of learning as found in the Seven liberal Arts—a division of subject matter
inherited from a traditional classification system devised by antique encyclopedists (Lucas,
1994). Included were the subjects of both the trivium (grammar, rhetoric, and dialectic) and
the quadrivium (arithmetic, music, geometry, and astronomy) (Lucas, 1994). Because
scholarship began to link faith and reason so rational analysis could be applied to the support
of Christian doctrine, theology began to develop as a systematic discipline and the liberal arts
became the path to the revealed truth.
With the decline of feudalism and the strengthening of the monarchies in Europe, the
focus of learning began to change. The leaders of this period became interested in a form of
learning that was less concerned with “metaphysical scholarship” and looked to the joys of
this world for their inspiration. The “humanists” opposed scholastic theology. They were
interested in the world of emotions, the realm of the beautiful, and the world of nature, and
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they complained that scholastic theology suffocated an understanding of the affairs of men
(Partridge, 1957). The humanists turned to the Greeks and the Latin Classics for their
inspiration.
This movement was at first opposed by the universities and academies. However, this
was a philosophy of the growing secular state, not the universities that had been controlled by
the church. “Its [humanism’s] earliest home was rather in courts or princely houses, in
cultivated social circles or dilettante ‘academies’ rather than in schools” (Rashdall, 1936, p.
268). The monarchs of Europe, especially in Germany and England who had begun to throw
off papal authority, owed their existence to the nobility and the upper class who were
favorably disposed to humanistic and higher “classical” learning. In Oxford, for example, the
“Oxford reformers,” with the support of Henry VIII, substituted the ancient classical
languages and literature for the medieval and religious languages and literature. This form of
education came to constitute the “polite letters,” the education for a “gentleman” affirming
the rising aristocratic conception of education, “which the Greeks and Romans prized so
highly” (Butts, 1939, p. 19).
With the cities that were home to these new schools growing in commercial and
political importance, so too did the size and status of these cathedral schools. The growth of
these schools brought an increase in the size of their faculties. The masters and the various
guilds they had formed began to be formally organized into a structure of divisions that
would become the framework of the universities throughout Europe.
With the beginning of the Reformation in 1517, “the power of the church was both
weakened and strengthened” (Pounds & Bryner, 1973, p. 55-56). It was not until the
Protestant Reformation that anyone thought it necessary to educate the masses. The
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Reformation would tear the church asunder, splitting it into competing and sometimes
warring factions. The clergy of each competing sect realized that it was necessary to educate
the masses so that they could read the Bible and understand what doctrines to embrace and to
which creeds they must subscribe (Perkinson, 1995). Although Martin Luther and other
Protestant Reformers utilized Biblical authority to legitimize social grievances, they were
horrified by the peasant uprisings fomented by their new doctrines. These reformers did not
seek to overturn the existing social order; rather, they sought to change existing theological
doctrine so as to reflect Godly law as opposed to Roman law. It was their desire to preserve
divinely appointed authority, to which all men were to be obedient. With the development of
the printing press by Gutenberg in the middle of the fifteenth century, universal schooling
represented, for these reformers, a relatively inexpensive means for indoctrinating the masses
and maintain social stability. This would become the foundation for the evolution of public
education as we know it today.
In Northern Europe, the rise of nationalism and regional rivalries, accompanied by a
break with papal authority, caused these nations to view education as a potential instrument
of the state. The reformation of northern Europe was as much about strengthening the power
of the secular state as it was about a reformist theology. In Southern Europe, on the other
hand, the Catholic Church was strengthened by the efforts of the Counter Reformation
(Pounds & Bryner, 1973). In both areas of Europe, schooling would come to be viewed as a
means for pursuing secular as well as sectarian ends.
Although there was a rising interest in “new learning” that was given life by the
humanist movement, the political, economic, and religious upheavals of this period had a
devitalizing effect on classic learning (Pounds & Bryner, 1973). Whether guided by the state
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or the church, humanistic interest became associated with religious sectarianism; “humanistic
and classical studies came to be used as new weapons with which to fight old theological
battles” (Butts, 1947, p. 275).
In Catholic Europe, the Jesuits, Jansenists, and Christian Brothers sought to
strengthen papal authority through an improvement in schooling, especially for members of
the lower class. However, it would be the Protestant reformers of Northern Europe who
would bring about the most significant changes in education. The Calvinist and Lutheran
reformers were interested in the development of education for the masses. Although they still
believed that “higher” education was the private domain of the aristocratic and professional
classes, they saw education for the masses as a means to ensure adherence to appropriate
religious doctrine, which conformed with their theology of “individual” access to the Bible.
The Protestant reformers believed that the state was the civil extension of religious
authority, and therefore education should be a function of the state. While the church, in its
theological view, was not established by the state, it was to be protected and supported by the
state. The princesand kings of Europe had long sought to secure centralized control over their
realms. Schooling would enable the rulers of Europe to regulate the lives of their subjects and
to unify the state. In this scheme, the monarchs of northern Europe were able to use the
sectarian reformers to bolster their nations in opposition to papal control, while at the same
time, the Protestant reformers were able to use the strength of the state to ensure theological
conformity.
As the nations of Europe became established, the aims of education that had been
directed toward promoting the welfare of the church and securing the loyalty of the “faithful”
became congruent with the ends sought by the state. By the early 1700s, as the colonists were
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gaining a foothold in the American wilderness, formal systems of education for the “common
classes” were being organized in Europe. However, these national systems of education
would not be established for egalitarian purposes; “these were despotic states” (Pounds &
Bryner, 1973, p. 57). Schooling was now to be organized not only to promote the religious
views in a particular country, but also to indoctrinate students, especially of the lower class,
in a loyalty to the king and to advance the political and economic interests of the kingdom.
Kings and princes required loyal, obedient, and industrious subjects, and schooling for the
masses could ensure this.
The universities and colleges, and the grammar schools and academies begun to
prepare students for these higher institutions, had evolved to educate the “ruling class boys”
(Williams, 1965, p. 10). While higher education was supported in an effort to foster
economic advances and to ensure the perpetuation of an elite class, this was not to be the
ends served by education for the masses. The institutionalization of schooling for the masses
was to become the mechanism by which, as described by sociologist Scott (2001), the
normative, regulatory, and cultural components of social life were to be transmitted to
succeeding generations of “common folk.”
What education existed for the largest segment of the population—the children of
farmers, unskilled laborers, and the poor—was meager at best and still continued to be
provided by the church to ensure adherence to church doctrine rather than scholastic
advancement. While the theology of the Reformation had sown the seeds, the development of
formal schooling for the masses would have to await the formation of national systems of
education in the late eighteenth and early nineteenth centuries. The development of these
national systems in Europe, though, would occur just as the American Republic was
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becoming established in the New World. However, the belief that education was a tool to
serve the interests of, at first, a sectarian-elite and, later, a secular-elite would not be lost on
the Americans as they struggled to establish their own system of education. This would
especially hold true for the Puritans of New England, heirs of Reformation educational
thought.
Formal Education in England
The universities of England, while initially copying the structures of the continental
universities, would develop a structure distinct to English higher education. When the
University of Paris expelled all foreign students between 1165 and 1169, students from
England returned to their native country and established a university at Oxford. In the
beginning, “the course of studies at Oxford was a bold imitation of that of Paris, from which
most of its scholars and its forms of organization was derived” (Schachner, 1938, p. 231).
However, unlike the universities of the continent, vocational preparation never
developed a separate identity. The fact that the educational systems that developed in
England remained essentially private left the professional guilds in a position to exert a
tremendous amount of influence over the appropriate form of professional preparation. This
contributed significantly to the lack of vocational education in the newly formed English
university. Even when an education in the liberal arts came to be viewed as a prerequisite for
vocational instruction, an apprenticeship was still thought to be the most relevant type of
training for an English professional.
The most significant development in the English university was, however, the
formation of the college. This structure had originated as an endowed residence hall for poor
students and as a means to compete with the theological teachings of the monastery schools.
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Wishing to expand theological instruction, monasteries throughout Europe had established
schools that provided free lodging and board to entice students into religious studies. To
successfully compete for students and in an attempt to gain control over the theological
faculty, Oxford and Cambridge established residential colleges. Initially, these colleges
provided room and board and a small amount of canonical instruction. Gradually, though,
these colleges expanded their courses until they had incorporated the full scope of the liberal
arts and became independent from the university. In time, the college became “all-important,
and the university merely a name, a shadow” (Schachner, 1938, p. 221).
The break from papal control, which marked the Reformation in England, would have
a profound impact on higher education in England. When Henry VIII failed to receive
permission from the Catholic Church to divorce Catherine of Aragon in 1530, he broke all
ties with the Roman Church. With the Act of Supremacy, he conferred upon the monarch of
England the leadership of a new Church of England. The consequence was that throughout
the sixteenth and seventeenth century, an attempt was made to suppress all non-conformists.
The clergy and teachers were all required to take oaths of allegiance to the national church,
and non-Anglican clergymen and laity were excluded from attending universities (Lucas,
1994).
In addition, the split with the Roman Church caused the abolition of Canon (Church)
Law as a course of study at the universities. This course of study was replaced with the study
of common civil law, which caused a shift from the collegiate ideal of the cleric-scholar to
the lay scholar (Lucas, 1994). The idea that learning was no longer a matter of theological
scholarship changed the composition of the students attending Oxford and Cambridge. Male
students of the upper class now flocked to these schools. The purpose of higher education
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was no longer a matter of preparation for clerical advancement in the church, but evolved to
become a matter of confirming one’s social status and class. Higher education became the
domain of the refined gentleman—“the sons of the landed gentry and the wealthy urban
bourgeoisie” (Lucas, 1994, p. 88).
From the earliest times, formal education in England evolved along two distinct
paths: academic and vocational, for the upper and middle class, while the peasants and poor
received little to no formal education. Grammar schools were organized by foundations and
private individuals for the sons of the genteel class (Williams, 1965). These institutions
provided specialized education necessary for their future studies in one of the colleges at
Oxford or Cambridge. Schooling of a vocational nature was provided by the various
occupational guilds that organized schools to provide apprentices with vocational training.
Formal education for the remainder of the population was meager. Organized by local
parishes and towns or connected to cathedrals, chantries, and monasteries, these schools gave
pupils a very elementary education in religious instruction and reading.
With the passage of a series of “poor laws” in the late 1500s and early 1600s,
attempts were made to coordinate education for the poorer classes. These efforts were not
directed by the state, as education was seen as a private matter. Rather, the state quite often
provided money to various charity organizations or the church to coordinate schooling for the
poor. This “charity school” movement was not designed to provide academic instruction;
rather, its focus was the moral rescue of the poor (Williams, 1965). Schooling of this type
became associated with a type of education appropriate to the lowest class of the English
society. This stigma did not make these schools popular with the working poor.
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As the rest of Europe was beginning to contemplate national systems of education,
England was slow to move in that direction. Many opposed the idea of educating the masses.
They feared that too much schooling would make the working-poor discontent with their lot
in life (Chitty, 2004). Religious conflicts also delayed the establishment of a national system
of schooling. During this period, there were conflicts over secular and religious ideas, as well
as conflicts between the Church of England and the Protestant non-conformists. In addition,
common ideology of this period held that direct intervention of the state in education was to
be discouraged. Education was a private matter, and the voluntary system of schooling was
thought to be doing quite well. Perhaps most significant, though, is the fact that the working
poor did not support formal education. Working-class families were unwilling to give up the
earning power of their children and did not see any direct benefits to be realized through
formal education. The birth of a national system of education in England would have to wait
until the second half of the nineteenth century.
Teacher Preparation
The earliest educational traditions conceived of learning as a process of observation
and emulation. A teacher needed only to be able to “perform” that which the pupil was
expected to imitate. The apprentice system was built upon this understanding of learning; the
master needed to only know his trade well so that the pupil could model his behavior.
This conceptualization of learning would also be applied to formal schooling. In the
more elementary levels of schooling, where only rudimentary skills were taught, the
parroting of facts through drill and recitation became the foundation of pedagogical practice.
Even within higher education, where the content was used to develop the cultured
gentleman’s ability to think and reason, one knowledgeable in the subjects taught and trained
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to think through an engagement with the disciplines of the “liberal arts” was also trained to
teach (Borrowman, 1965). Subject matter knowledge mattered not only in the specificity of
the content taught, but in the sense that certain forms of knowledge—the liberal arts—
facilitated the development of the intellectual components necessary to teach. Separate
training in “how” to teach was not necessary, as thinking and learning were synonymous
concepts. If one understood the intellectual processes of thinking, as represented by the
curricular organization of knowledge within the disciplines of the liberal arts, they also
understood the process of learning—pedagogy was encapsulated within the stores of
knowledge offered within the liberal arts.
As the church rose to a position of authority in the Middle Ages, teaching became a
function of the priestly class. With teaching emerging as a select rank within the priesthood,
that preparation which outfitted a priest well was deemed the only preparation necessary to
teach. Even when the “arts degree awarded by the medieval university became a certificate of
admissions to the guild of professional teachers,” to be liberally educated was the only
prerequisite for teaching (Borrowman, 1965, p. 1).
Not until the Reformation did the notion of special educational preparation for
teachers emerge, and this would be directed toward those who taught in the lower schools.
The desire to address the preparation of teachers came only when religious leaders became
concerned about the religious orthodoxy of the schools and began to believe that the success
of their educational programs was linked to the conduct of their teachers. “When education,”
wrote Kandel (1910), “meant nothing more than imparting a certain amount of knowledge to
the pupil, the necessity of training teachers could hardly have arisen” (p. 1). This resulted
from a changing conception of the proper function of schooling for the general population
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and of the teacher’s role in this shifting purpose. As first the church and then the emerging
nation-states of the seventeenth and eighteenth centuries attempted to wage war for the
spiritual, social, and economic control of their populations, schools became a prominent
weapon, and these weapons needed to be manned by loyal soldiers. As Butts (1947)
described:
It seems noteworthy that the special education of teachers was undertaken
under two conditions, when an organization or institution, such as the state
or church, gave it the impetus, and when such organized groups found it
desirable to reform school practices or curriculum along new lines…. The
crusading character of many teacher education movements has long shown
that the training of teachers has often been considered a strategic point in
the reform of education and society. (p. 122)
National systems of education would evolve to ensure that the lower class possessed
a worldview that was congruent with the interests of the church and state, domains
dominated by the wealthy and elite. The teachers of these lower schools would be charged
with the responsibility of not only imparting knowledge but also developing the character of
their pupils, which included the fostering of industry, nationalism, and religious orthodoxy. It
should be noted, however, that the notion of what qualified one to teach at higher levels of
schooling did not change appreciably; it was still assumed that these teachers needed to know
only their subject matter and know it well; their preparation continued to consist of advanced
education in the subjects they would teach. This reflected the thinking of the times, as the
students of these “higher” institutions already possessed the moral character as evidenced by
their current station in life.
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Teacher Preparation in England
In England, significant developments in the preparation of teachers did not begin to
appear until well into the nineteenth century. Schooling had largely been private ventures
under the control of religious sects, local towns, or private societies (Sandiford, 1910).
Although concerns were expressed about the quality of teachers, the fact that education was
primarily a local rather than national issue precluded any efforts to move the training of
teachers beyond an apprenticeship experience. This practice had a significant influence on
the early American concept of teacher training and explains why, when American schoolmen
sought to create a public system of education in the nineteenth century, they turned to the
continent for their inspiration rather than the unstructured system of England.
Summary of Western Heritage
Whether as a means to train craftsmen in their trade, to instruct the upper class in the
“Polite Letters,” or to ensure the conformity of the masses, education had come to function as
a conserving force. Children were to be inducted in the ways of doing, thinking, and
believing that were congruent with the dominant conceptualization of the appropriate social
order (Pounds & Bryner, 1973). Education in the Western world had emerged as a tool for
those in power to assert who was to be educated, how they would be educated, and what
knowledge constituted and therefore, carried status within society.
The educational patterns that emerged in early America reflected an intellectual
heritage from the Old World. While the struggle to survive in this untamed world would
influence and modify these intellectual patterns, this heritage formed the organizing biases
that would define and limit the scope of educational institutions that developed in the New
World. The next section focuses on the Puritans of New England and describes how these
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forces influenced the early development of education in America and how the experiences of
the New World modified this European heritage.
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PART II: AMERICA’S EDUCATIONAL HERITAGE
The Puritans of New England
Each of the regions of colonial America would be characterized by distinct social,
political, and economic traditions and each would contribute, in some manner, to the
development of an American culture. Yet, in spite of the immeasurable diversity that has
influenced American society, the essence of America’s cultural heritage has recurrently been
traced from and through the Puritans of New England (Bercovitch, 1978). The ideological
and intellectual foundations of the early Yankee settlers has rippled out from Plymouth Rock
and influenced succeeding generations as they settled the interior of the continent. As Charles
Wentworth Upham wrote in 1846, the Bay Colony marked “the point from which the everadvancing and ever-spreading wave of Anglo-Saxon liberty and light began to flow over
America” (in Kammen, 1993, p. 64). Many of the early settlers of the American heartland
would trace their roots to the shores of New England and the Puritan Fathers. Their values
and principles, though sometimes secularized and removed from their religious foundations,
would influence these later pioneers and westward settlers. This would especially hold true
for the settlers of Michigan. Although settled slowly, by the 1830s, nearly forty percent of the
inhabitants of the Michigan Territory were from New England and western New York
(Stevens, 1935 ).
Who were the Puritans? Why did they come to the New World? What ideological and
intellectual heritage did they bring to this new land? Moreover, how did their experiences in
settling this untamed world influence the institutions they would establish in this new
country? In answering these questions, our historic memory has often portrayed the Puritans
as a people of divine inspiration and the America they helped to form a nation of Christian
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destiny. This romanticized view of the Puritan’s “divine destiny” is a part of an iconography
that is itself a reflection of Puritanism that is deeply embedded in our collective construction
of the past. A more critical analysis of the Puritans will not only provide more accurate
answers to these aforementioned questions, but will help to explain why the Puritan ethos
became so deeply embedded in institutional America of the nineteenth century.
The focus of the next section will be first to examine the forces that compelled the
Puritans to travel to the New World and how these forces shaped the communities they
would establish. The philosophical perceptions of the Puritans will be explored next as they
were expressed in their theological and intellectual philosophies and organized into their
conceptualization of “individualism” and “collectivism.” Third, how the lands they settled
impacted the formation of a “new” society, the development of “localism,” and the exclusive
nature of Puritan communities will be examined. Then, the development of their educational
institutions will be described in relation to their theological and intellectual views. And
finally, the period leading up to the migration of settlers from New England to the Michigan
Territory will be presented, and the heritage that influenced the early Michiganders
described.
A People of Destiny
The settlement of North America was part of a massive social and ideological shift
that occurred during the sixteenth and seventeenth centuries (Rury, 2002). Born of the
Reformation, the majority of the settlers who came to the New World were Protestants who
came in pursuit of religious freedom. This freedom, however, was not grounded in an
ideology that included tolerance. Rather, it was a desire to be “free” from the influence and
control of the established church. The irony in the settlement of the New World was “that by
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immigrating to America” these pioneers “undertook the greatest of changes in order to avoid
change” (Theobald, 1990, p. 10). The communities they established were built upon an
ideology of stability engendered in exclusivity; one was free only to the extent that they
conformed to the established patterns of political and religious thought, which were
determined and regulated by those who possessed political and economic power. Once in
America, those who had left Europe to avoid persecution quickly began to expel the heretics
from their own communities (Rippa, 1997). This elite and exclusionary disposition would be
manifest in the institutions founded in this new land and in the character of the first schools
established in America.
The Puritans
The most influential of these groups, the Puritans, settled in New England. While
represented within our collective memory as a small band struggling against the intolerances
of England and the heralds of democracy now immortalized in a national holiday, they were,
in fact, a large and well-organized population that viewed democracy, as John Winthrop
wrote, as the “meanest and worst form of government” (in Rippa, 1997). Unlike the Pilgrims,
who were a small clan of separatists that arrived in New England first, the Puritans were men
of means and political influence. Many Puritans were members of Parliament. During the
English Civil War, the Puritans who remained in England defeated the forces of the Crown
under the leadership of Oliver Cromwell, himself a devout Puritan. While this victory was
short-lived, and the King would be restored to his throne, the Puritans’ desire to control their
theological and economic destiny would compel many to leave for the New World.
From the 1560s onward, the Puritan non-conformists had suffered political, social,
and economic persecution. With the Church of England serving as an extension of the state,
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and the King the leader of the Church, the state determined how the Church was to function.
In 1629, when Charles I dissolved Parliament in the struggle that pitted the Puritan
Roundheads against the Royalist forces of the Crown, the Puritans found themselves
alienated from all formal means of political and socio-economic power (Atkins, 1999,
Hennton, 2000). Thwarted in their attempts to reform the Church of England and gain secular
agency, many Puritans saw no hope but to leave England.
Under the state structure of England, secular agency was a determinant of theological
agency. By refusing to swear allegiance to the established Church of England, the Puritans
were barred from activities and professions to which they might have otherwise been
drawn—land ownership, law, military service, civil service, and the universities (Partridge,
1957). The economic situation in England had changed in the 1600s. The nation was in a
financial slump, with rampant unemployment. Because of the guilds, which had developed
exclusionary policies to create a monopoly for their trades, and the enclosure movement in
which wealthy landowners closed off “public lands” previously used by peasant farmers to
consolidate their land holdings, it was difficult to find employment and gain access to land
(Hennton, 2000). With Charles I’s attempt to expand his civil and ecclesiastical authority by
curtailing the autonomy of local Puritan institutions, their “desire for freedom of worship
may have been matched by their desire for local political, civil and economic autonomy”
(Theobald, 1990, p. 10).
From their perspective, the state was to be an extension of the church, and theological
agency would inform secular agency. While the Church and state would be separate and
distinct, both would be charged with defending and enforcing moral and religious doctrine
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(Atkins, 1999). God’s community had both the right and duty to conform political action to
moral and religious ideals (Williams, 1999). As their doctrine described:
God, the Supreme Lord and King of all the world, hath ordained civil
magistrates to be under him over the people, for his own glory and the
public good; and to this end, hath armed them with the power of the
sword, for the defense and encouragement of them that are good, and for
the punishment of evil-doers….The civil magistrate may not assume to
himself the administration of the word and sacraments, or the power of the
keys of the kingdom of heaven: yet he hath authority, and it is his duty, to
take order, that unity and blasphemies and heresies be suppressed; all
corruptions and abuses in worship and discipline prevented or reformed;
and all the ordinances of God duly settled, administered, and observed.
(Westminster Confession of Faith, 1647)
Unlike that which had occurred in the Church of England, the Puritans believed that
the secular state would not determine theology; the church, however, would provide the
divine agency for the state. When Charles I failed to include a provision in the Massachusetts
Bay Company’s charter that the General Court, composed of stockholders, was to remain in
London, the distinction between the General Courts and the Court of Assistants, who were to
manage the colony on site, became blurred. The consequence was that the stockholders of the
company directly ruled the colony; political power was to be located in the colony and held
by those who had a financial stake in the colonial venture (Hennton, 2000).
Unlike the colonists of other European powers, who sought only to exploit the
resources of their new found lands, the Puritans wished to establish permanent settlements
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for the express purpose of creating a “new” social order, a holy commonwealth. The idea and
supreme aim of the colony was not merely to make a profit but to enforce a “special
commission”—an errand—from God. The Court of Assistants saw themselves more as God’s
assistants than as mere stockholders; their efforts pointed to the good of the common wealth
they believed they had been sent to found according to the word of God (Hennton, 2000).
The Puritans regarded whatever exploitation occurred, whether of the local resources or
native populations, as the natural order of divine providence. “New” England was to become,
as John Winthrop wrote, “a citty [sic] on a hill,” a beacon that “Old” England could follow
out of the darkness of corruption in in Rippa, 1997, p. 15). Their intent was to purify the
church and their own lives, and this required that the Puritan elites have control over the
institutional structures developed in the New World. An oversight in the drafting of the
colony’s charter gave these Puritans just that opportunity.
Puritan Theological and Intellectual Thought
In Europe, at the time the Puritans made their way to the New World, there was
extensive conflict between warring religious factions. Coming at the close of the
Reformation and the Catholic Counter Reformation, there was considerable internal strife
between various Protestant factions and a deep struggle between Protestants and Catholics.
This was an age when “religious beliefs and practices were a major element of personal
identification, much the way nationalism or ethnic identity is today” (Rury, 2002, p. 28).
These conflicts would have a profound impact on the colonization of America.
As members of the Christian revolt, the Puritans asserted that the Roman Church and
the Church of England had become products of political corruption and man-made doctrines.
The Puritans sought to cleanse the church of its ritual trappings and formalities and build a
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righteous society. The American Puritans did not intend to break with the Anglican Church;
rather, in America, they sought to establish a colony whose government, society, and church
would be based upon the revealed word of God. As such, they wished to serve as a divine
example for England and the world; they viewed themselves as a people of historic destiny
delivered to a “Promised Land” much as Moses had brought his people out of Egypt. “The
eies [sic] of all people are upon us,” wrote John Winthrop, who saw the shores of America as
a New Canaan (in Rippa, 1997, p. 15). They believed that as the laws of Israel had served as
a guide in the days of the Old Testament, the Scriptures would serve as their authority in the
New World (Rippa, 1997).
Calvinist theology.
Built upon the religious traditions inherited from the Reformation and the theological
teachings of John Calvin, the Puritans believed that the Bible was God’s true law and that it
provided a plan for living. From their perspective, the human condition was one of sin and
depravity. “Your wickedness makes you as it were heavy as lead,” preached Jonathan
Edwards, “…to tend downwards with great weight and pressure towards hell…” (Edwards,
1741, p. 9). Accordingly, man should not concern himself with worldliness, but rather
concern himself with living a pious life so that he might find evidence of being among the
chosen.
The doctrine of predestination was fundamental to Puritan theology. With Adam’s
sin, man became separated from God and consumed by a love of self and material gain.
Christ in his compassion for man entered into a covenant with God for the salvation of a few,
the elect; the remainder were bound for hell. Man could do nothing on earth to achieve his
own salvation except to act as if he were one of the elect. As Edwards declared to the laity,
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“all your righteousness would have no more influence to uphold you and keep you out of
hell, than a spider’s web would have to stop a falling rock” (Edwards, 1741, p. 9).
While the Puritans believed that man was impotent and incapable of achieving
salvation in this life, they also believed that irrespective of one’s destiny in the afterlife, all
should lead their earthly lives in an attempt to bring glory to God. As the omnipotent ruler of
the universe, earthly punishments and rewards were an outward sign of God’s providence
over the destiny of man with rewards conferred on those who led pious lives. The Puritans
did not regard leading a good moral life as the cause of a person’s salvation, but rather as a
sign of the effects of being chosen by God to enjoy eternal life in heaven. The ability to
master one’s evil inclinations provided evidence that one ranked among the elect of saints
(Hennton, 2000).
While the Puritan theology sought to emphasize individual access to God through the
Bible rather than a form of religion mediated by a church hierarchy, Calvin’s doctrine of
predestine divided the peoples of the earth into two factions: the elect, bound for salvation,
and the remainder, bound for hell. This theology, in effect, created its own ecclesiastical
hierarchy (Theobald, 1990). The doctrine of predestination gave theological justification to
the idea of a natural aristocracy and rationalized a world of haves and have-nots.
In spite of the emphasis on individual faith and access to the Scriptures as opposed to
structured ritualism, it was not the intent of the early Puritans to establish an egalitarian
society wherein one might unreservedly express whatever one wished (Atkins, 1999). It was
believed that God would show his favor upon the elect by allowing them to prosper in this
life and, since all gifts proceeded from God, it was not appropriate for man to question the
unequal distribution of rewards in this world. It was believed that power and authority was to
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be reserved for those who deserved them through their virtue and piety (Hennton, 2000).
Upon the elect God had placed his approval; they were the exalted and were perceived to be
ordained to rule (Rippa, 1997). Therefore, they took for granted a society that relied upon a
form of class division dependent upon a hierarchy established by God. That certain men
should lead and others follow, whether in government, social life, or economic endeavors,
went unquestioned (Klassen, 1962).
Social distinctions in early New England were sharply drawn. The population of New
England by the time of the Revolution was distributed among three strata: the upper class of
clergy, merchants, magistrates, and landed gentry; the middle class of skilled artisans and
freeholders; and the lower class of unskilled workers, indentured servants, renters, and all
others (Partridge, 1957). The rather undemocratic notion of predestination made the
maintenance of class structure the fulfillment of God’s divine plan. Accordingly, all people
should view life’s circumstances as the product of God’s will (Theobald, 1990). Until 1772,
the Harvard catalog listed students according to social rank, and in many churches
throughout New England, individuals were seated according to social status (Rippa, 1997).
These social distinctions would profoundly influence the Puritan’s conceptualization of
education.
Within the Puritan Creed, there was little room for dissent. Any deviation from the
Puritan way of life was met with strict disapproval and discipline. The Puritan upper class
had no faith in the average man’s capacity or virtue; human nature was vile and needed
control and authority. Those who dissented were clearly not among the elect; any toleration
of opposing theological views was a defiance of God’s will and the spiritual aims of the
colony. As Tocqueville (1838) wrote:
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Among The Anglo-American, there are some who profess the doctrine of
Christianity from a sincere belief, and others who do the same because they
are afraid to be suspected of unbelief. Christianity therefore, reigns without
any obstacles, by universal consent; the consequence is…that every principle
of the moral world is fixed and determinate. (p. 44-46)
Though the clergy was barred from holding civil office by law, this did not
create a separation of church and state as one might expect. In spite of the official
restrictions, the clergy played a significant role in advising the civil magistrates.
Because of the colonial leadership’s belief in the commonwealth’s special errand
from God, the magistrates often consulted with the clergy to confirm that their
decisions were not against the will of God. Consequently, civil authorities punished
religious dissent and sin became defined as a crime under the judicial system of New
England (Hennton, 2000).
Puritan work ethic, individualism, private property and progress.
It was their belief that every aspect of life should be molded by Christian principles.
All of life was God’s; therefore, all Christians should act as careful stewards of the gifts God
had given them. Every moment of time was God’s gift to man; as such, idleness was
considered a cardinal sin and diligence in one’s work a virtue. “We resolve to approve
ourselves to the Lord in our particular callings,” reads the Salem Church covenant, “shunning
idleness as the bane of every state” (in Rykens, 2003). Within this creed, no distinction was
made between secular or sacred activities, as each offered one an opportunity to bring glory
to God. For the Puritans, however, labor, whether intellectual or manual, was more pleasing
to God than reclusive acts of meditation or ascetic devotions.
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Bolstering the Puritan work ethic were the concepts of individualism, private
property, and progress. While the covenantal thinking of the Puritans emphasized the duty of
the individual to the community, they also emphasized an individual’s personal relationship
to God. Each individual was to have a direct relationship to God and rights granted by God
alone; among them was access to the Bible and Puritan theology. The community was a
collection of individual saints “held together by their knowledge of their own salvation”
(Williams, 1999, p. 6). While the community and individual coexisted in Puritan thought,
they did so in a constant state of tension. “The rhetoric of a people going to the Bible for
themselves” and the reality of a community that understood there to be only one revealed
truth led to a legacy of conflict over the proper relationship between the individual and the
community (Hatch, 1989, p. 183; Williams, 1999). In the 1740s, with the Great Awakening’s
emphasis on individual calling and “the transformation of election from an ascriptive into a
more achieved status,” the concept of individualism became a powerful threat to the
hegemony of the New England theocracy and a motivating force behind the desire of the elite
to expand public education (Williams, 1999, p. 8)
The defense of private property was an extension of their belief in individually based
rights. Individual agency was made possible in community life through the rights of private
property. The Puritans did not leave the material motives of England behind when they came
to New England. Instead, they brought with them the powerful drive born of a civilization
based upon private property (Hennton, 2000). They believed that private property was a part
of the natural order of the world. As the Puritan William Ames wrote, private property was
founded “not only on human but also on natural and divine rights” (in Rykens, 2003, p. 3).
They believed that property and wealth were gifts from God. “If we happen to have inherited
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much property,” wrote William Perkins, “we are to enjoy those in good consciences as
blessings and gifts of God” (in Rykens, 2003, p. 2). For the Puritans, the eighth and tenth
commandments, “thou shall not steal,” and “thou shall not covet,” made it quite clear that
private property was a divine principle; for property to be stolen or coveted it needed to first
be owned by an individual (Carroll & Prickett, 1997).
If wealth and property were gifts from God, then from the Puritan perspective as
Richard Sibbes affirmed, “worldly things are good in themselves and given to sweeten our
passage to heaven” (in Rykens, 2003, p. 2). There was justice for the Puritans “in the lawful
keeping of the things we have,” wrote William Ames, adding that “ownership and
differences in the amount of possessions are ordinances of God and approved by him” (in
Rykens, 2003, p. 8). The worldly acquisition of a higher status was acceptable in Puritan life
as long as this self-improvement was defined as a manifestation of God’s will. Not only did
the concept of ownership allow one to benefit from his or her own labors, but also, in a
patriarchic society, this property could be passed onto the next generation, therefore
perpetuating the notion of an ordained elite.
As the divine children of God, the Puritans saw prosperity as evidence of progress. In
their understanding of Christian history, the line of history moved either “toward the celestial
city or downward into the deepest darkness” (Gaither, 2003, p. 18). The Puritans saw their
past pointing to the emergence of a Protestant Kingdom that would be a light to the rest of
the world. Protestant history was a journey that had its beginnings when Abraham was called
to bring his people to the Promised Land and culminated with the Puritans’ journey to the
New World. All of Christian history was a “gradual unfolding of the present in a pattern
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marked by material improvement, moral progress, and a richer and fuller life” (Gaither,
2003, p. 18). As Jonathan Edwards (1972) wrote:
‘Tis not unlikely that this work of God’s Spirit, that is so extraordinary
and wonderful, is the dawning, or at least a prelude, of that glorious work
of God, so often foretold in Scripture, which in the progress and issue of
it, shall renew the world of mankind. (p. 353)
From this perspective, an individual’s prosperity was a symbolic and material
expression of God’s blessing upon the community, and as such, personal profit was
acceptable in the Puritan society. Progress could be charted not only in the advancement of
Christian piety and public morality, but also in the development and prosperity of the
community. The collective prosperity of the individual Puritan was also a measure of the
righteousness of the community. The first history of New England, written by Edward
Johnson in 1653, described prosperity and the success of civil society as being linked to
appropriate theology. Social calamity and chaos were, according to Johnson, the fruits of
heresy (Gaither, 2003). For the Puritans, all events were orchestrated by God and served as a
sign from God.
This Puritan theology “contributed to the development of a class of merchants,
financiers and forward-looking aristocrats who spearheaded the emergence of a modern
capitalistic society” (Rury, 2002, p. 30). The aristocracy that emerged in New England was
not a class of leisure; rather, they were an industrious class who sought to bring glory to God
through their labor and prosperity. The interests of progress and prosperity justified not only
the accumulation of wealth, but rationalized the unequal distribution of property. “If God
shows you a way in which you lawfully get more than in another way (without wrong to your
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soul or to any other),” wrote Richard Baxter, and “if you refuse, and choose the less gainful
way, you cross one of the ends of your calling, and you refuse to be God’s steward” (in
Rykens, 2003, p. 6).
Those who accumulated wealth advanced the cause of progress by virtue of God
blessing them with the faculties to make use of God’s gifts. Poverty, on the other hand,
resulted from an inability or unwillingness to be a steward of God’s blessing. The unequal
distribution of wealth reflected the divine inequality in the abilities of men. “God could,”
wrote John Robinson, “either have made men’s states more equal, or have given everyone
sufficient of his own. But he hath rather chosen to make some rich, and some poor…” (in
Rykens, 2003, p. 8). The rhetoric of individualism and progress served the elite of New
England well.
Puritan education— reason and faith.
While faith was their rock, human intellect was their link to a rational understanding
of Christian theology. The Puritans believed that God had endowed man with the powers of
observation and reason, and through study, scholarship, and logic, one might divine God’s
plan (Hennton, 2000). Since the Scriptures offered solutions to all problems of individual
conduct, the application of reason enabled individuals to interpret the meaning of the
Scriptures to guide their lives. John Calvin, “in his Ecclesiastical Ordinance of 1541, had
expressly provided for an education as essential for the well-being of the church and the
community as a whole” (Boyd, 1947, p. 199). As John Cotton wrote in Christ the Fountaine
of life, “zeale is but a wild-fire without knowledge” (in Miller, & Johnson, 1963, p. 22).
The “Covenant Theology,” which held that God had formed a contract with man
through Christ and “laid down the terms and conditions of salvation,” was not so much a
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doctrine of prescription as it was a “doctrine of explanation” (Miller, & Johnson, 1963, p.
58). This doctrine utilized rational thought as a means to explain why certain people received
salvation and others did not. The application of human reason allowed one to understand the
conditions under which one’s soul would be measured (Atkins, 1999).
Man, while inherently a corrupt creature, was also a rational being capable of
choosing between good and evil. The individual needed to possess the intellectual skills
necessary to come to an understanding of one’s own spiritual state. From this perspective,
faith and reason reinforced one another. The application of reason was the only way to come
to an understanding of the truths revealed in the Scriptures. Spiritual understanding “required
literacy, and the ability to reason from principles conveyed through a variety of socially
sanctioned texts” of which the Bible was the foundational text (Rury, 2002, p. 30).
The “Puritans considered religion a very complex, subtle, and highly intellectual
affair” (Miller, & Johnson, 1963, p. 4). Puritanism was a form of religion revealed by learned
ministers to a less learned laity. Consequently, the leaders of the Bay Colony were highly
educated. While this emphasis on scholarship for the colonial leaders would foster class
distinctions and a hierarchy of authority, the Puritans did seek to have the “flock” educated
(Atkins, 1999). Their desire was to have a literate ministry and, by educating the masses,
assurance that the common man would fully comprehend the teachings of the church. The
instruction and training of children was therefore considered an important responsibility for
both parents and the community. Johnson (1653) wrote in the first history of the Puritan
experience:
Where education thrives, there thrives right doctrine, pure preaching, and
faithful living. The Israelites of old had been instructed by Moses to
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educate their children ceaselessly to understand and follow the commands
of God, and it was clear that any holy people must do the same if their
fervor was to be passed on to the next generation. (in Gaither, 2003, p.11)
With the exception of a select few, however, the majority of the children were not
required to learn much beyond the ability to read the Bible. Schooling for common children
was not viewed as a route to higher social status or cultural advantage, with most of their
vocational education occurring in the home or in their participation in an apprenticeship. The
community’s interest in education was limited to an inculcation of the accepted spiritual
values and attitudes (Bowles & Gintis, 1976). These schools were not designed to engender
the spirit of inquiry, nor were they seen as institutions for vocational preparation. The
leadership of the Bay Colony, while keenly interested in fostering schooling for the
transmission of correct religious views, closely scrutinized and controlled their schools and
teachers because “schooling was viewed as something to be done to someone rather than for
someone” (Theobald, 1990, p. 29).
Theological and ideological legacy.
Just as the Puritans inherited the theology of the Reformation, they were also heirs to
Enlightenment ideology. Collectivism and individualism were themes that were a part of the
Puritan culture and were often “blended unconsciously into their religious and political
perspectives in complex and often seemingly contradictory ways” (Gaither, 2003, p. 23).
Historian Gordon Wood (1969) describes quite clearly the dynamics of these philosophical
and theological crosscurrents:
It seemed indeed to be a peculiar moment in history when all knowledge
coincides, when classical antiquity, Christian theology, English
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empiricism, and European rationalism could be linked…. there was no
sense of incompatibility in their blending of history, rationalism, and
scripture. (p. 7-8)
The rhetoric of Calvinist theology and Enlightenment philosophy is best understood
when one recognizes its source as, for the most part, emerging from the expanding merchant
and commercial classes. The concepts of individual rights, property ownership, economic
progress and the abolition of primogeniture had an obvious utility for this class.
While the Puritans gave legitimacy to the concept that individuals had direct rights
granted by God alone and sought to produce a theology that was accessible to the laity, they
also stressed the authority themes in covenant theology, which legitimized exclusion and
intolerance and preached that the individual ought to be subject to centralized control.
Individual prosperity, on the one hand, was a warrant to sanctification because fortune smiled
on industrious and diligent individuals, and was a reward to the elect; on the other hand,
individual autonomy challenged the inherent hegemony of a monolithic elite that zealously
promoted a single transcendent truth. Consequently, the contractual elements of covenantal
theology and the egalitarian social relations they implied became and continued to be a
contested part of American moral and political thought as the pioneers made their way
westward.
In sum, the Puritan theological and intellectual legacy is one in which a desire to
establish a more Scripturally pure society, in order to cast off a theology they viewed as
authoritarian and corrupt, led them to affirm the rights of the individual. At the same time,
their fear of the dispersion of authority and the socialization of conflict that this new theology
and endorsement of individual rights implied caused them to create institutional conditions
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that promoted the centralization of power in the hands of the Puritan elites. The social
arrangements spawned by this legacy resulted in institutional structures that sought to
theologically justify the existing social order and legitimize the individual successes of the
elite while controlling the “depraved” impulses of the common members of the community
through religious conformity. The concept of schooling, consequently, would be directed
toward enforcing uniformity in the common class rather than fostering the acquisition of
knowledge or intellectual inquiry.
Adaptation to the New World
The section of the American continent settled by the Puritans contributed to the social
order that they established in the New World. The lack of fertile agricultural lands, the
settlement patterns of the Puritans, and the geographic character of the region led to distinct
patterns of economic, political, and cultural traditions.
While New England was only one-eighth the size of the southern colonies, by 1700
its population was equal to that of the entire south, with nearly two-thirds of the population
located in Massachusetts (Rippa, 1997). Between 1640 and 1700, the population grew from
nearly 18,000 to more than 100,000 (Miller, & Johnson, 1963). When economic pressures,
resulting from failed land speculation in the early nineteenth century, pushed many of the
Yankee pioneers westward into the Northwest Territory, their influence in shaping American
culture far exceeded the size of the small section of land they had settled in the early
seventeenth century.
Economic Life
The thin and rocky soil of New England, with few areas of fertile land, along with the
long and harsh winters, made the establishment of large-scale agriculture nearly impossible.
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Unlike the southern and, to some extent, the middle colonies, the Bay colonies never
developed a landed aristocracy. Small farms worked by a single family characterized the
agricultural economy of New England. Much of what these families produced was for their
own consumption, with little produced for export (Rury, 2002). Consequently, large holdings
of property for commercial agriculture made little sense in New England. This is not to
suggest that the elite of New England did not accumulate large tracts of land; they did, but
this accumulation served very different purposes. Just as large-scale plantation agriculture
would influence the economic practices adopted in the southern colonies, the lack of
commercial agriculture would shape the economic development of New England.
In spite of the poor conditions for the development of agriculture, the New England
environment did provide abundant resources for the development of trade and manufacturing.
Timber and forest products, fisheries along the seacoast, furs and the deep harbors all
contributed to the development of a diverse economy. In addition, the many inland streams
and rivers made the establishment of manufacturing, such as the textile industry, practical
and profitable. Coupled with the Puritan creed that supported diligence and hard work, the
aristocracy of New England would come not from a landed gentry but from a powerful
merchant class who would utilize both the theologies of individualism and collectivism to
legitimize their social status (Rippa, 1997, p. 19).
It should be understood that while many of the Puritans sought refuge in the New
World to escape the religious intolerances of England, not all settlers were repentant sinners.
Many came to America in search of land and economic opportunities; piety and profits were
not necessarily incompatible (Hennton, 2000). The vision of land ownership led even the
poorest to sell himself into bondage to secure passage to New England. It was a time of land
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hunger in England, and America was advertised as a continent of virtually free land. Denied
economic opportunities in England, many Puritans from the lower and middle-classes saw
the shores of New England not only as Christian utopia but also as a chance to acquire wealth
and property. Even John Winthrop wondered, “Why then should we stand starving and in the
meantime suffer a whole continent as fruitful and convenient for the use of man to lie waste
without any improvement” (in Hennton, 2000, p. 8). However, these settlers would soon
discover that the social structures in the New World would come to mirror those found in the
Old World.
Settlement Patterns in New England
While New England would become the heart of industrial America after the
Revolutionary War, colonial New England was still dominated by small independent
farmers. However, Jefferson’s vision of a nation of freeholding farmers was not an accurate
portrayal of colonial New England. The majority of those settling in New England never
possessed property of their own. The land policies utilized by the colonial land corporations
created a situation where there was never sufficient cleared and improved property to permit
young men and women to own a farm. The costs, in terms of labor, live stock, and farming
equipment, necessary to prepare and maintain a piece of agricultural property, were beyond
the reach of most settlers (Theobald, 1990). Records from New England townships in the
1770s revealed that fifty percent of all white males between 18 and 25 were landless
(Henretta, 1978). From the earliest of colonial times, agricultural tenancy was a significant
part of New England farming (Theobald, 1990).
The land distribution policies utilized in colonial America made it possible for a
select few to acquire vast quantities of land. The bulk of colonial lands were awarded to land
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holding companies, such as the Massachusetts Bay Company, that were granted charters by
the Crown. These were trading companies established for purely commercial purposes. The
Massachusetts Bay Company “originated from the Dorchester Company which was
established to make cod-fishing easier and less expensive, something very far from the
building of a New Jerusalem” (Hennton, 2000, p. 5).
The leadership of these land companies also came to constitute the leadership of the
New England colonies. Matthew Cradock, the first Governor of the Massachusetts Bay
Colony, “owned £2000 worth of the East India Company,” while other colonial leaders such
as Theophillus Eaton, William Pynchon, Isaac Johnson, Richard Bellingham and even John
Winthrop held or would hold powerful positions in various trading companies (Morison,
1930, p. 34). Whether granted title to land by the King or as invested shareholders in a
landholding company, these individuals gained access to the most productive real estate in
New England. By establishing estates and renting out lands to be farmed or procuring
property that possessed resources necessary for commerce, in the span of only a few decades,
these individuals had accumulated enormous wealth and established family dynasties
comparable to the planter aristocracy of the south (Rippa, 1997). This tangled web of
wealthy, powerful, and pious Puritans came to dominant the political leadership of the Bay
Colony (Hennton, 2000).
Land ownership eluded most of the early Puritan settlers because they lived in a
world without cash, and cash was needed to buy land. Only a few individuals could afford to
purchase property and thereby acquire title-free land. The remainder of the population
attempted to finance the purchase of land, rented land, or was indentured to those who
possessed property. These were tenuous propositions. Not only did the majority of these
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settlers lack cash, they also lacked possessions that could be used as collateral to finance the
purchase of land. If they were able to finance the purchase of property, they often were
unable to generate enough cash from subsistence farming to make the payments on their
debt. While the per acre cost of land was relatively cheap, land policies often dictated the
purchase of a minimum number of acres, which made land speculation and profiteering a
common practice and placed land ownership within the reach of only the wealthy. As
historian Henretta (1978) wrote:
Property status was the product of one or two decades of work as a laborer
or tenant…ownership of a freehold estate was the goal of young male
farmers and their wives; it was not—even in the best of circumstances—a
universal condition among adult males at any point in time. (p. 7-8)
These practices would serve to push those settlers unable to secure land, or who had
their properties foreclosed on by land speculators, further and further west in search of
property they could afford and maintain. In addition, as these settlers made their way into the
western territories, these land policies would cause them to abandon pre-industrial models of
agriculture and embrace single crop agriculture in order to generate cash to purchase their
own property. Agriculture would be forced to embrace the concepts of market-capitalism that
extolled the virtues of property accumulation for the production of profits, just as merchants
and artisans would be faced with the industrialization of craft production.
Those landless Puritans who remained in the original New England settlements would
come to constitute the labor force necessary to power the advancement of industry that began
to emerge in New England just before the Revolutionary War. By the beginning of the
nineteenth century, the massive influx of immigrants, who would also be landless, spawned
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the industrialization of the northeast and the urban social crisis that contributed to the
demand for a public school system.
These patterns of property accumulation were congruent with the Puritan concepts of
property rights, social progress, and individualism. While “the end of a man’s calling is not
to gather riches for himself,” wrote William Perkins, “no man can simply condemn without
injury to God’s disposing hand and providence, who hath ordained them for natural life” (in
Rykens, 2003, p. 2). The foundation of their hierarchical society was land ownership; there
were those who were “naturally fit to rule and to own land, whose wealth was a sign of
election and who because of this, deserved more land and power” (Hennton, 2000, p. 8). On
the other hand, there were the damned, sinners, “who were naturally fit to obey and subject
themselves to the decisions of their betters” (Hennton, 2000, p. 8). If some lost their farms to
others or failed to acquire property, it reflected an inherent inequality in the ability of
different people to take advantage of the same opportunity and was a natural condition that
advanced the cause of progress as each man took advantage of the skills and abilities
provided by God (Theobald, 1990). The “non-elect,” consequently, “would not prosper” and
therefore “must accept their lowly social and economic status as the will of God” (Hennton,
2000, p. 8).
Puritan Politics
For the Puritans, government was a “necessary evil” because of the sinfulness of man;
governing institutions had to be kept away from corrupting influences and protected from the
impure. While the Puritans of England sought to enlarge participation in government to
combat the entrenched leadership of the Church of England and the King, in the New World
they looked to restrain civil participation and keep government in a few safe and pure hands.
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They feared that the state would be defiled and corrupted if civil participation was extended
to all members of their society. From their perspective, to do otherwise would jeopardize the
fulfillment of the special “errand” God had called them to complete in the New World. The
political structure of the colony was to be limited to those men who were fit for the task.
Democracy was not a part of their plans; “only the most virtuous, wise and godly could be
trusted with the oversight of the Puritan colony” (Hennton, 2000, p. 6).
Originally, only those who were stockholders in the Bay Company were permitted to
participate in the affairs of the colonial government. Slowly, however, concessions were
made with the demands of the population for more democratic opportunities. The Bay
Company stockholders did not wish to have the King aroused by complaints from the general
population; they understood all too well that the King would need little provocation to
intervene in the affairs of the nonconformists in the New World. The last thing the Puritan
leaders wanted was to have the General Court removed to England and their opportunity for
self-government lost. Having witnessed the confiscation of the Virginia Company’s charter,
the General Court of Massachusetts agreed to provide suffrage to a larger share of the male
population. Men of the colony were provided the opportunity to vote if they swore an oath of
loyalty to the colony (Hennton, 2000).
Under these arrangements, those who took the oath would be permitted to select the
Assistants who would then select the Governor and Deputy-Governor from amongst the
Assistants. In reality, though, the newly enfranchised freemen relinquished their direct
legislative and judicial powers to Assistants who did not see themselves as representatives of
the people but rather representatives of the will of God, which, of course, only they knew
(Hennton, 2000). For the leadership, this was a reasonable compromise, as voting would
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serve as a confirmation that the elect were fit to rule, as only they were eligible to hold
elected office. Many, however, refused to take the oath, as they found the oath acceptable
only to those who were the most deeply committed Puritans. This significantly limited those
who actually voted in colonial New England (Hennton, 2000).
This extension of suffrage was short lived; by 1631, participation was limited to those
who could demonstrate that they were a “Visible Saint”—the elect. This process involved
persuading other “saints” that they had been converted; membership in the church was
restricted to the Godly, “to the visible saints, lest the church be defiled” (Hennton, 2000, p.
16). Membership in the church not only determined who had the right to vote and hold public
office, but also controlled who could participate in the sacraments of the church, most
significantly who could be baptized.
Given the exclusive tendencies of the Puritan congregations, few were granted “saint”
status. In the town of Dedham, for example, between 1653 and 1662 there were only eight
admissions to church membership. By 1662, fifty percent of the men in Dedham were not
members of the church (Hennton, 2000). This not only created political problems, but by the
1650s, the leadership of New England began to realize that the majority of the population
would soon not be baptized. Consequently, in 1664, the church leadership began to allow the
grandchildren of full members to be baptized even if their parents were themselves not full
members of the church in what became known as the “half-way covenant.” Along with this,
the General Court opened up suffrage to include individuals who were not members of the
church. To qualify, one needed to have a minister vouch for his or her “orthodoxy in
religion” and hold property valued at ten shillings or more. This policy permitted “a few very
wealthy non-saints” to acquire suffrage rights (Lockridge, 1970, p. 49). Thus, the restriction
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on the right to vote was “no longer limited to saints only, but to the saints and the more
affluent sinners” (Hennton, 2000, p. 38).
By the beginning of the eighteenth century, the growth of market capitalism in New
England began to slowly erode Puritan piety as the only condition for political participation.
Social status and fortune were gradually merged with the “visible saints,” and wealth and
class became the divine justification for one’s involvement in the political affairs of the state
(Rippa, 1997). The belief in a “natural aristocracy,” whether legitimized by theology or
economic ideology, would shape the young republic’s notion of democracy. The republican
concept of democracy, adopted by the founding fathers, reflected the Puritan desire to control
the corrupt and factitious tendencies of individuals, which they believed to be manifest in
democracy. By ensuring that there would be a separation between the impulses of the people
and those who were “fit” to rule, government, as James Madison (1787) explained in the
Federalist papers, is not to protect the people from the tyranny of the few, but to guard
against the rule of the mob. “If the people be governors,” lamented John Cotton of the Bay
Colony, “who shall be governed?” (in Hennton, 2000, p. 6). The vision of schooling that
would emerge from this concept of government would seek to ensure that all children grew
up to be good republicans.
Localism
To secure the necessary resources to establish settlements in the wilds of the New
World, the Puritans came to America and later pushed westward, in groups, not as individual
settlers. Often entire congregations, led by their minister, would set out for the New World or
move into the western frontier of New England and settle together. Dissenting Puritan sects
started some of these settlements, while others were begun for personal or collective gain
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(Rury, 2002). The single family moving west was at a significant disadvantage to the
extended families or congregations who moved west together (Theobald, 1990).
Regardless of the motives, this collective migration provided both physical and
economic security. By settling in clustered communities, the Puritans were able to protect
themselves from the many bands of Native Americans that traversed the backwoods of New
England. In addition, the presence of these clan networks multiplied the amount of work that
could be accomplished and supported the barter and exchanges systems necessary for
survival (Theobald, 1990). What commerce existed in these early communities required
producers and consumers to live in close proximity because transportation networks were
poor and the quantity that an individual family could produce was often not sufficient to
generate any real income. While a degree of communal cooperation was evident in these
small communities, it was often rooted in kinfolk relationships and served to determine who
was welcome and who was not allowed to become a part of a given community (Theobald,
1990).
Typically, several families of means would secure large tracts of land independently,
or a kin group would pool their resources and secure a large piece of property. Later, these
tracts of property would be divided and either rented or sold, at a profit to these founding
families, to families of lesser means that joined them in their trek west. These original
families would “fill up” the best pieces of property typically near navigable water or
important natural resources (Theobald, 1990). Over time, possessing property provided these
families with the collateral necessary to finance commercial enterprises critical in a society
that was beginning to embrace the concepts of market-capitalism. In many cases, these
principal families would come to control the terms for those who followed and consequently
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the structure of the community’s labor market. In this way the “continuity required for
community institutions was supplied by these core families…who came to control a large
portion of the real property” (Henretta, 1978, p. 16).
From their founding, these communities reproduced the stratified societies from
which they had migrated. It was not unusual, in a community of forty or fifty families, for
nine or ten families to control all the real property; a few clapboard houses were often found
coexisting among many log huts (Theobald, 1990). For this landed elite, it was in their
interest to maintain the existing social order. Life in the wilderness was difficult enough
without creating a social structure that ensured generational continuity. The establishment of
community institutions, like churches and schools, was to protect, to screen, and to exclude.
Community did not serve all members, but was a device to insure the preservation of
property and the existing social order.
Tucked away in the river valleys and meadows of the Green and White Mountains
and the Berkshire Hills that extended north toward Canada in western New England, these
communities and small localized regions developed in isolation and created specialized
crafts, distinct farming techniques, and unique commercial enterprises. They organized their
settlements into towns with their meeting house or church at the center of the community. To
maintain cohesion among local congregations, the General Court, in 1635, designated the
town as the primary governing entity (Rippa, 1997). The custom of the town meeting had its
origins in these small villages. These bodies became the primary agency for the control of the
community and “frequently created town ‘covenants,’ stipulating which behaviors were
locally appropriate and which principles were to be followed,” and came to foster a spirit of
exclusivity (Theobald, 1990, p. 10).
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While Jefferson would praise the town meeting as “the wisest invention ever
devised…for the perfect exercise of self-government,” and many historians have cited these
bodies as the heralds of democracy, these institutions were far from democratic (in Jackson,
1926, p. 11). Most of a community’s inhabitants—women, those without property, and those
not members of the local church—were excluded from participating in these community
bodies. A minority, those who possessed the correct theological dogma by virtue of their land
ownership and wealth, dominated the leadership of these bodies. These core families
controlled community life in the small New England villages and sought to promote loyalty,
local harmony, and intergenerational stability.
Just as each person was responsible to God and obliged to interpret the meaning of
Scripture to guide his or her own life, each church congregation was independently
responsible for interpreting the revealed word found in the Bible. Most Puritans lived in
small communities with pronounced localist interpretations of Scriptural intent (Shain, 1994).
Because of this, rather than the monolithic society portrayed by many historians, there was a
great deal of diversity between New England communities. In fact, many of the settlements
in the New England frontier were the result of dissenting factions leaving for a new life.
The Yankee pioneers that pushed into the wilderness of New England, as the Puritan
colony expanded, did so in search of the same religious and economic freedoms sought by
the original Puritan settlers. Yet, just as the Puritan fathers before, the pursuit of individual
access to God was quickly replaced by a “dichotomized religious doctrine, where something
if not right, was wrong” (Theobald, 1990, p. 6). The establishment of community, in fact,
was designed to assure persistence and continuity by dictating the patterns of work, worship,
and schooling.
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The tradition of “localism,” with its notion that “the affairs of the community were
just that,” finds its roots in the isolated towns and villages of Puritan New England
(Theobald, 1990, p. 10). The inherent tension that existed between individualism and
collectivism was extended to include the emerging conflict between the concepts of local
control and centralized authority. While the institutional structures created in these
communities were designed to control the scope of internal conflict by determining who
could participate and what issues would even be debated, they also served to combat
influences from the outside.
From their perspective, the integrity of the community as a religious entity was
weakened if a singular vision of the pure society was not maintained. The exclusive character
of the “town meeting” served to privatize conflict and prevent the disruption of local power
structures, which legitimized, and were legitimized by, Puritan theology. Threats from the
“outside” were very real, as the expansion of community conflict to include those from the
outside would diminish the extent to which local institutions could be used to control the
various members of the community.
As the colonies continued to expand and reach into the interior of the continent, the
diversity of these exclusive communities contributed to the fractionalization of Puritan
theology to the extent that by the time of the Revolution, to speak of one Puritan theology
would be inaccurate. However, the numerous Protestant faiths that can trace their origins to
the Puritans cannot be understood without understanding the organizing biases that shaped
the Puritan society. The interplay of individualism, collectivism, and localism, grounded in
Puritan values and spirituality that emphasized social hierarchy, communal obligations, as
well as piety and intolerance, would continue to influence the Protestant denominations as
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they moved westward, broke with England, and forged a new nation. The next section will
examine how Puritan ideology shaped the establishment of education in colonial New
England and formed the foundation for the common school movement of the nineteenth
century.
Formal Education in New England
Within five years after the Puritans’ arrival in the New World, three distinct systems
of education had been developed which reflected the Puritan social structure. One system
served the well-to-do—the clergy and colonial leaders; a second, the primary schools for the
emerging middle class, such as the dame schools and the reading and writing schools, and a
third, the charity or poor schools for the lower class (Curti, 1959). The most significant
aspect of these early educational developments is that the civil authorities, in varying
degrees, promoted and supported these various forms of education. Their conceptualization
of education embodied two basic concepts: first, that the state, in an effort to promote the
general welfare, had an interest in promoting and supporting education, and second, all
citizens should share in providing the necessary resources for the support of education. This
ideology reflected the Puritan philosophy of collectivism. What constituted the general
welfare, however, was not a democratically conceived concept and in later generations would
guide the leaders of the common school movement toward the development of centralized
state control of schooling.
Schooling
Few children in New England attended school, and those who did attended for only
brief periods. The vocational destinies for most of the tradesmen and farmers required only a
crude education, and this could be obtained in brief nonformal settings, at home or through
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an apprenticeship. Formal schooling, that which occurred in a formal setting and included a
prescribed curriculum and an organizational structure, played a relatively marginal role in the
education of lower class children (Bailyn, 1960). The skills and knowledge taught to children
“ranging from farming, carpentry, husbandry and hunting to food preservation, soap making,
cooking and sewing” were imparted to children along the way, and these “were not subjects
associated with schooling” (Rury, 2002, p. 41-42). Consequently, early forms of education
were an extension of the home.
While the wealthy members of the colony were often able to provide private tutors for
their children, dame schools, conducted in the home of a literate woman, generally provided
the first form of instruction for most boys and often the only form of schooling for girls. This
was a private form of instruction with parents paying a fee for the maintenance of these
schools (Rippa, 1997). As towns grew, reading and writing schools became available for
those who desired an education beyond that provided at home or in a dame school. Formal
education, however, was not compulsory. Rooted in English tradition, schooling was seen as
an individual responsibility—a function of the home—and was consistent with the Puritan
conceptualization of individualism that legitimized social stratification. Lower class families
were typically more concerned with surviving in the untamed environment of the new world
and, therefore, provided only a minimal level of formal education for their children.
Soon after arriving in the New World, the church and civil authorities of the Bay
Colony became concerned about the lack of emphasis being given education. Fearful that, in
the wilds of the frontier, traditional social order would break down, the General Court of
Massachusetts passed a series of acts to promote formal schooling. In 1642, an act was
passed that fined parents and any apprentices’ masters who did not provide for an education
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that enabled their children to “read and understand the principals of religion and the capital
laws of the country” (Rippa, 1997, p 36). Five years later, they passed the “Old Deluder,
Satan” act that required towns to provide teachers to teach reading. In addition, communities
of one hundred families were required to establish a grammar school to prepare boys for
college. Although these laws were generally difficult to enforce and typically not obeyed by
towns and villages that saw external control as an infringement on local authority, they
established the legal concept that schooling was a civil responsibility (Rippa, 1997).
The type of schooling endorsed by these laws, however, was not intended to promote
social advancement or a free society; rather, they were designed to maintain religious
conformity. That schooling should be a publicly supported institution was derived from the
Calvinistic doctrine, which saw the state as the civil arm of the church. Formal education was
seen by the elite of Massachusetts as the best method for indoctrinating children in the
Puritan ideology and for the preservation of the existing political and religious structures and,
therefore, a civil responsibility.
Apprenticeship and the Common Schools
The most widespread form of education available to common children outside that
which was provided in the home was the form of training offered in an apprenticeship. Given
the unique geographic features of New England that led to the development of a
manufacturing economy and a specialized labor force, the apprentice system was more
advanced than in the other colonies. From the beginning, the colonists of the Bay Colony
observed the provisions of the apprenticeship system as they had operated in England. As
such, an apprenticeship served the dual purpose of providing the training necessary to furnish
a supply of skilled labor and supporting poor children. The Poor Laws of 1601, which
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authorized civil authorities to bind poor children to a master, were also enforced in the
colonies (Partridge, 1957).
With the passage of the educational act of 1642, the General Court expanded the
function of an apprenticeship to include instruction in reading and to impart knowledge of the
capital laws. A failure to comply with this law could result in an apprentice being removed
and the master being fined. An apprenticeship was now not only viewed as a method for
providing poor-relief and for maintaining a supply of skilled labor, but was also considered a
means for compelling the education of all children (Seybolt, 1917, p. 34).
Many masters were themselves illiterate and often cash poor; consequently, they were
unable to provide a literate education to their apprentices. Rather than face the prospect of
losing the custody of their apprentices and face a fine, they began to demand that the local
communities provide them with a measure of relief. At first, townships established “free”
schools or paid the fees for those masters who could not afford to do so (Partridge, 1957).
With the growth in population and an increasing demand for skilled labor, the magistrates, in
an effort to ensure an adequate supply of skilled laborers, sought to promote the
establishment of schools. The “Deluder” act, passed in 1647, required that townships of fifty
or more households provide a teacher paid for with funds collected from the local
community. The Colonial Court, through the passage of this act, not only sought to keep the
“old deluder Satan at bay,” but also wished to use schooling as a tool to promote the
economic welfare of the colony.
With the requirement that apprentices receive some formal schooling, the curriculum
of these “common” schools expanded to include skills beyond the rudiments of reading the
Bible. Writing and ciphering, skills that were important in most trades were added to the

123
common schools. Consequently, schooling became more relevant to the class of merchants
and craftsmen who would be the first to join with the Puritan elite in calling for the
advancement of public schooling in the late eighteenth century.
Grammar Schools
Schooling for the “common children” of the colony was not the only concern of the
Massachusetts leadership. The need to develop a learned clergy and colonial leadership
required a more advanced form of education. To meet this need, the grammar school was
transplanted from England. The settlers of Boston established the first grammar school in
1635 (Rippa, 1997). This form of advanced education would dominant secondary education
in New England until the rise of private schools and academies in the eighteenth century.
This was a public school in the sense that it was under public authority and was provided
some public funding, but the majority of the students attended the school on a subscription
basis. Originally, these schools were local enterprises, established only when a community
could secure enough support to provide for their maintenance with local taxes (Partridge,
1957). However, with the passage of the “Deluder” act, the General Court sought to promote
the establishment of grammar schools throughout the colony.
These schools were established to prepare the sons of the well-to-do for college and,
after that, leadership in the church or colony (Rippa, 1997). The mastery of a classical
curriculum—the liberal arts—with its emphasis on Greek and Latin, was considered the mark
of a well-educated man and the key to social status. As such, the course of study within the
grammar school reflected the curriculum of the colonial colleges. The 1712 entrance
requirements for Harvard linked a grammar school preparation with the requirements for
college:
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When any scholar is able to read Tully or such like classical Latine,
Author extemporate and make and speak true Latin verse and prose Sue
(ut aiunt) Marte and decline perfectly the paradigms of Nounes and verbs
in the Greek tongue, then hee may bee admitted into college, nor shall any
claim admission before such qualification (in Rippa, 1997, p. 33).
Typically, a child would begin his or her education in a primary school where they
learned to read and write from a “hornbook” and a Primer. Those of a lower status might
continue in a writing school or work as an apprentice, but this typically represented the
conclusion of their formal education. However, “boys destined for college” would then enroll
“in a Latin grammar school” to acquire the prerequisite knowledge for admissions to college
(Rippa, 1997, p. 33). Consequently, to reach the highest level of academic status, a young
man’s family would have to be able to provide for both a primary education and a grammar
school education, not to mention the expense of college. Few students of lesser means were
able to meet this financial burden. It was not only difficult for them to pay the necessary
tuition, but they also could not afford to invest the necessary time away from productive
labor in a vocation or on the farm as their families lacked the financial resources to support
them during their time in school.
The determination of whether a boy attended a grammar school was largely governed
by his family’s social status. By the very structure of advanced education, those of means
were able to perpetuate the exclusive nature of the system. The colonial elite controlled the
collegiate curriculum by virtue of their positions of leadership in the church and colony; they
defined what knowledge appropriately prepared one for status in the colonies. Only those
provided the prerequisite knowledge for admissions could go on to college, and this was
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provided in the grammar schools. The avenues to leadership, power, and prosperity in the
colonies were determined by one’s educational standing, which was determined by the
socioeconomic status of a young man’s parents.

Educational Attainment

Status / Power
Figure 3 Educational Attainment’s Relationship to Status and Power
The families of this period did not find these arrangements unusual. Most accepted
the fact that different classes, and boys and girls, would be educated in quite different ways
(Bowles & Gintis, 1976). Man was, from the Puritan prospective, “not in a position to
question the Lord’s will manifest in a hierarchy of peoples” (Theobald, 1990, p. 21).
Puritan Colleges
The early inhabitants of the New England coast were faced with the perils of a
frontier existence void of the institutions of the Old World. Concerned that the influence of
this untamed world would have a detrimental affect on the maintenance of civilization, the
leaders of colonial New England sought the development of enlightened and dedicated
societal leaders. The church, being the most pervasive institution transplanted to the New
World, assumed the responsibility for combating these threats to civilization. To ensure the
transmission of their cultural heritage and to train leaders who would live according to the
religious and social doctrines of colonial society, the churches established colleges.
Religious leaders founded the first colleges on American soil in the English tradition
of higher education. The focus of these early institutions was “the religious and sectarian
aims of the reformation” (Butts, 1939). The men educated in these colleges were to be the
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religious and civil leaders of the new society. “The early colleges accepted from England
without question the assumption that higher education [was] for the aristocracy” (Cowley,
1939, p. 41). Its purpose was to produce gentlemen and scholars in the same manner that
Oxford and Cambridge supported the aristocracy of England.
While established by the church and expected to produce a learned clergy, these
institutions served a broader purpose. “Harvard was a religious college, but…not a ‘divinity’
school. Harvard was founded, and in the seventeenth century supported, as a college of the
English university standards of liberal education of the young men of ‘New England,’ under
strict religious discipline” (Morison, 1936, p. 22-23). While the myth of these colleges being
established for the exclusive preparation of ministers has been sustained by their
ecclesiastical origins, these institutions were established so that the “youth may be instructed
in the arts and sciences who, through the blessing of Almighty God, may be fitted for public
employment, both in the church and civil state” (Thwing, 1906). During the first 65 years of
Harvard existence, less than half of the college’s graduates became ministers; the majority
went on to occupations in law, medicine, writing, teaching, or political statesmanship
(Thwing, 1906).
These colleges, and all subsequent colleges founded in the colonies, were symbolic of
the elite’s desire to perpetuate the learning of the past by giving their sons a thorough
grounding in the tenets of their faith, as well as extending to them the benefits of a classical
education (Klassen, 1962). These students were to be initiated into the cultural heritage of
Christian civilization. By the time of the American Revolution, nine colleges had been
founded in America, with seven of these institutions located in the northeastern colonies As
strongholds of tradition and conservatism, these colonial colleges would influence the form
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applied to the colleges that would be founded in the west until the middle of the nineteenth
century.
To produce Christian scholars and gentlemen, the American colleges provided a
common course of study consisting of a literary education in the classical curriculum of the
humanists as was reflected in the colleges of England. Specialized education, for the training
of the professions, was not included. It was believed that “the consideration of professional
problems and duties before the liberal concepts were firmly plated would prevent the latter
ever taking root” (Borrowman, 1956, p. 39). Vocational interests were only to be developed
after a thorough grounding in liberal thought. The clergymen who founded the colonial
colleges adopted the four-year residential college, found at Oxford and Cambridge, as the
collegiate structure for their colleges. The acquisition of classical knowledge instilled in
students the mastery of style, the mark of the cultured gentleman, and opened “up to them the
broad range of biblical and ethical writings fundamental to a society that stressed religiosity
and morality in education…in order to grasp the right sense of the divine words in the
scriptures” (Klassen, 1962, p. 91).
After the Revolutionary War, the influence of these colonial colleges would move
west with the pioneers. Without a national direction in matters of religious orthodoxy,
denominations and religious sects flourished. “America provided a virgin land for the
development of colleges designed as agents for the advancement of the interests of these
religious groups” (Tewksburg, 1932, p. 4). While these colleges would begin to gradually
expand their curriculum in the nineteenth century, the four-year residential college, with its
emphasis on the liberal arts, would remain the dominant form of higher education throughout
the expanding nation until the middle of the century.
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Consequently, educational reformers of the early nineteenth century, as they
advocated for better common schools and better teaching in these schools, had to take into
consideration the existing framework of American higher education. As these reformers
began planning for the training of teachers, they found no place for such programs in the
American colleges. The colonial colleges, which existed to serve a single purpose—namely,
to produce Christian scholars and gentlemen—viewed any form of professional preparation
anathema to the foundation of good learning and literature—“liberi liberaliter educati –
gentlemen, educated like gentlemen” (Morison, 1936, p. 22-23). The common intellectual
learning offered in these institutions was viewed as the best preparation for all professional
occupations. Any form of education, other than classical learning, was of a significant lower
status and not befitting a college of “polite letters.” If the educational reformers sought a
specialized program for the preparation of common school teachers, they would have to seek
it in a different educational structure.
Puritan Teachers
When the early settlers of New England made their way to this continent in the
seventeenth century, to suggest that prospective teachers “needed formal preparatory training
for their work…would have attracted scant attention and even less popular support” (Lucas,
1999, p. 1). Any notion that a teacher needed the type of preparation required of current
teachers would have been viewed as unnecessary.
During the colonial period in New England, the patterns of education that emerged,
first, for the colonial elite, then for the professional class, and finally, for the “common”
people, would influence the conceptualization of the appropriate preparation of teachers. For
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the latter, a teacher needed little if any formal preparation, while the former would be shaped
by the “classical” curriculum of the colonial colleges.
In spite of the rhetoric linking education with the “public good,” the leadership of the
Bay colony could not escape the prevailing sentiment that education was a responsibility of
the home. Even with laws established in New England in the 1600s and early 1700s to
compel parents to provide an education for their children, few children attended school on a
regular basis. The notion of “public” education, as we think of it today, would have been a
foreign concept to the inhabitants of New England. Special educational preparation for the
teachers of these common students was not deemed necessary.
Consequently, teachers of this period performed a variety of roles and enjoyed
varying degrees of public esteem depending upon the level of schooling “kept.” It was not
unusual for a New England schoolmaster to combine teaching with another skill or trade. In
those schools operated by the church, for example, it was not uncommon for the
schoolmaster to also serve as the preacher, choir director, sexton, or even gravedigger
(Partridge, 1957). It should be noted, however, that the practice of combining two or more
occupations was quite common in this period (Elsbree, 1939). For teachers, however, this
framed teaching as a “side-line” occupation; teaching did not demand the full attention of any
group and as such, teachers as a class did not exist. The only prerequisite deemed necessary
for teaching was a rudimentary knowledge of the subjects to be taught and high moral
character.
While many of those teaching could barely read or write, this does not mean that all
teachers were without training. Many, in fact, were college men. As a rule though, those with
a college education tended to teach in the Latin Grammar schools and later, the private
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academies rather than the common schools (Cubberly, 1934). The education for the majority
of those who taught in the common schools was typically limited to the completion of the
elementary course itself (Cremin, 1953).
Seldom, however, did these college men intend to make teaching a career. Many
college graduates taught school while they prepared to make the transition into another
profession such as the ministry, law, or medicine. “Transience,” observed Elsbree (1939),
“appears to have been the rule rather than the exception” (p. 209). In addition, schools were
only maintained for brief periods of time. School sessions were typically held in the winter
and summer. Quite often, college students, on vacation during these times, kept school to
supplement their incomes. Those college graduates who did make teaching a career often did
so by combining the ministry with teaching since the income from either occupation was
inadequate to sustain life. This economic advantage, in part, may explain the church’s
interest in education. By and large, though, many in the church saw keeping school as an
extension of the pulpit, “an effective and distinct mode of implementing their sacred calling”
(Mattingly, 1975, p. 22).
Overall, the colonists were little interested in the academic training of teachers. Apart
from some subject matter knowledge, the main prerequisite for a common school teacher was
religious orthodoxy and the willingness to wield the rod and maintain stern discipline (Lucas,
1999). Often, the churches and local communities required loyalty oaths (Partridge, 1957).
Before the Revolution, the English Crown required such pledges, and during and following
the War, several states enacted laws that required the signing of loyalty oaths. Therefore,
while communities were often willing to overlook the intellectual shortcomings of a teaching
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candidate, they understood the power teachers had in shaping the attitudes of the young and,
therefore, required that teachers share their moral and political orthodoxies.
The Foundation of Puritan Schooling
The consequence of this educational pattern was that certain forms of knowledge
became the exclusive domain of the wealthy and politically dominant and was accorded more
prestige. Concomitantly, the knowledge possessed by this elite became defined as the
knowledge base that conferred status. The intellectual and theological philosophies of the
Puritans supported and rationalized the unequal distribution of knowledge and, therefore, the
maintenance of a stratified society imported from England. The notion of what constituted an
“appropriate” education would be linked not only to the social status of those being educated
but also to the qualification of their schoolmasters. For the affluent of New England, to be
educated one was liberally educated and so, too, were the teachers of the dominant class. The
purpose of schooling was to be defined by the students to be educated, as was the type of
preparation required of their teachers.
For the remainder of the population, schooling was to provide “a minimal training in
basic education, a sense of social duty, and well-disciplined work habits for students whose
class backgrounds destined them to a life of manual labor or small trades” (Herbst, 1980, p.
221). Any scholarly efforts to move them beyond the narrow dictates of their current station
in life was not seen as necessary; common schooling was to promote social stability and
harmony by impressing upon the lower class the divine sanction of their status (Klassen,
1962). From the perspective of the Puritan elite, a liberal education would be lost on those
who did not have granted to them by God the innate abilities possessed by those of a higher
status. The Yankee laborers, tradesmen, and farmers, by and large, did not disagree with this
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point of view. They saw education for their own class, adapted to their own pursuits, not
highbrow learning as appropriate (Fuller, 1983).
On the one hand, education was seen as a private responsibility that reflected the
Puritan concept of individualism, while on the other hand, schooling was intended to be a
conservative institution fulfilling the Puritan tenets of authoritarian collectivism, and,
therefore, common schooling was in the public interest. Consequently, the leadership of
colonial New England was faced with the continued task of generating support for “public”
education. Those of a lower status, who were hard pressed for cash, were confronted with the
practical problem of providing a modicum of schooling for their children at a cost they could
afford (Fuller, 1983). The elites of New England, on the other hand, resisted the notion of
paying for the education of students of a lower social status and sought only to provide a
minimal level of schooling necessary to reinforce traditional beliefs and Puritan Values.
Because of this, communities were often unwilling to make a significant investment
in schooling for “common” students and in their schoolmasters. As a result, common schools
were poorly funded and operated for only brief periods, and the most acceptable
schoolmaster was often one who was willing to work for the lowest salary. Common school
teachers, therefore, were drawn from a similar social background as their students. This
served to divide education in New England along class lines separating the students and
teachers of the common schools from those of the grammar schools and colleges (Herbst,
1980). This trend would continue to color the concept of public schooling as the nation
expanded westward and the new republic was formed. This prospective would serve to link
the appropriate form of teacher preparation to the social class of the students being educated.
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From Puritan to Yankee
For nearly a century, the Puritans had forged a new society out of the northeastern
wilderness. Given the unique characteristics of the land they had settled and the traditions of
their Puritan heritage, they built a complex commercial society of merchants and tradesman
grounded in Calvinist theology. However, from the start of the eighteenth century to the
beginnings of the New Republic, the Puritan concepts of individualism, collectivism, and
localism would be altered by “new conceptions concerning the structure of the universe, the
methodology of science, and the nature of man” (Rippa, 1997, p. 41). The dynamics of the
Great Awakening and the Enlightenment, and the upheavals created by the Revolution,
westward expansion, and urbanization would bring focus to the inherent conflicts between
individualism, self-determination, and authoritarian collectivism. These new movements
would extend the concept of individualism by insisting “that man was not only capable of
progress but that he could, at the same time, determine the direction which this progress
would take” (Klassen, 1962, p. 85).
While the Puritan theology had forged the initial relationship between these concepts,
a far more secular, competitive, and materialistic ideology had begun to seep into the
“Puritan” conceptualization of the individual and society. Colonial society would undergo a
critical process of social and ideological changes as the Founding Fathers struggled to create
new institutions within which the inherent tensions between individual self-determination
and authoritarian collectivism could be managed (Rury, 2002).
The fundamental properties of this conflict, however, would remain unchanged.
While historians have suggested that the inclusion of economic consideration in the
qualification for citizenship marked the end of Puritan hegemony and their “special
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commission,” it is difficult to distinguish between a “Protestant ethos” built upon
“theological individualism” and “the bourgeois ethos” of “utilitarian individualism” utilized
by the founders of this country. Both formulated, for their times, radical conceptualization of
individualism in order to legitimize the establishment of a “new” social order. Whether these
fundamental principles were founded upon spiritual salvation or material acquisition, both
were constructed upon “natural” rights granted to man by God and conceived
individualistically (Roelofs, 1992).
Yet both the Puritans and the Founders sought to subject the individual to the
consensus of at first a “spiritual” and then a “material” elect in order to protect the state and
those who had a stake in the existing social order as manifest in their definition of the “public
good.” For both, “the prerogatives of the individual were to be subordinated to his/her duty to
the community and the greater commonwealth” (Williams, 1999, p. 9). Theological
hegemony derived from “covenantal theology” would be subsumed by a liberal hegemony
formulated in “contractual ideology.” The view of the New World as a “New Jerusalem,” to
be governed by ‘”visible saints,” would be transformed into a more secular image of America
as the “promised land” with its special commission redefined as one of “manifest destiny.”
The governed would still be seen as needing to be separated from those who would govern
and the “visible affluent” as the prudent guardians who would ensure the fulfillment of the
new nation’s destiny.
The Enlightenment and the Great Awakening

The Great Awakening and the Enlightenment altered the very core of Puritan
covenantal theology and individualism. These changes would open up new opportunities for
the common man and at the same time jeopardize the prevailing social and political
arrangements.
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In the back woods, the parish system, which had been employed in England and
along the New England seaboard, proved difficult to transplant into the wilds of western New
England. As communities spread out into the wilderness, communications, and ecclesiastical
discipline became difficult to maintain. Lacking the institutional infrastructure to extend
centralized control of community or individual life, church membership, participation, and
doctrinal orthodoxy suffered (Hennton, 2000). On the frontier, theological concerns faded
before the concern for survival and scratching out a living from a hard and difficult land. In
this environment, the individual and kin groups were largely on their own and depended
upon themselves for survival. Consequently, governmental or ecclesiastical authority was
met with great resistance. By the second and third generation, the vast majority of the frontier
population was outside the membership of the church (Hennton, 2000).
In addition, a rising merchant middle class was demanding the freedom that
prosperity offered. As trade and commerce expanded, a new class of merchant capitalist was
catapulted into prominence and began to displace the old Puritan leadership whose power
had been rooted in traditional Puritan theology. The new merchant class had their own ideas
about the sort of world they wished to inhabit. They came to believe that their earnings were
the result of their own merit and hard work. Individualism, economic freedom, and progress
came into conflict with communalism, authority, and Puritan tradition. While the Church
insisted that it was the only source of truth and all who lived outside its bounds were damned,
the growing middle class sought to control their own destiny. They became aware that the
unwillingness of the “visible saints” to share power with those who actually managed and, to
their way of thinking, created the colonial wealth was not in their interest. Enlightenment
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ideology answered the call for a “freer environment and some degree of religious toleration
as a practical necessity” (Rippa, 1997, p. 49).
The rising middle class found ready allies in the pioneers on the frontier. Both groups
chafed under their exclusion from political participation (Williams, 1999). Exclusionary
Puritanism, as embodied in the restriction of suffrage to the “visible saints,” would falter
under the pressure from this new middle class and the expanding frontier communities
(Williams, 1999). While “religion continued to be the preeminent factor in the cultural lives
of most New Englanders…church leaders were not able to command the same authority their
forefathers had wielded just two generations earlier” (Rury, 2002, p. 33)
The ideas of John Locke and other eighteenth century thinkers, who suggested that
human beings had the ability to discover the secrets of the universe and thereby exert some
influence over their own destiny, were well suited for the expanding frontier and the growing
capitalistic ethic. These Enlightenment thinkers represented a scientific and ideological
movement, which rejected the old religious dogma and asserted that humans could discover
and read the “blueprints” by which God had made and ordered the universe, thus reducing
the gulf between God and man. The application of reason and scientific discovery would
undercut the traditional Calvinistic perspective, which held that the gap between God and
man was quite large (Rury, 2002). The philosophy of the Enlightenment would serve to
spiritualize the principles of religious authority, humanize theology, and emancipate the
individual from a Puritan orthodoxy, which held that one’s destiny was solely in God’s
hands.
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Revivalism
The spark of revivalism that marked the Great Awakening was both a result of and a
response to the ideology of the Enlightenment. On the one hand, Enlightenment ideology,
with its emphasis on human ability and reason, supported a theology of salvation for all, a
conversion that endorsed “free will,” and a grassroots pietism (Theobald, 1990). These new
concepts appealed to the common farmers and shopkeepers who had been alienated by the
exclusionary principles of Puritanism and a church they viewed as more concerned with the
souls of the gentry than the souls of the common man (Theobald, 1990). The growing
numbers of “unchurched” were inspired by the Enlightenment notion that man was endowed
with the capacity to know the “natural laws” of the world for himself. They eagerly
responded to a spiritual message endorsing an experiential religion, one that accommodated
individuals coming to God through their own good works. The responsibility for salvation
was, from this perspective, not God’s but man’s. By promoting a notion of theological
equality and humanism, the conversion experience had a leveling effect and encouraged the
concept of equal rights to share not only in salvation but also in the good life on earth.
On the other hand, the evangelical reformers of the Great Awakening were not
looking to radicalize Calvinism; instead, they were looking to reassert the earlier piety over
the secular rationalism of the Enlightenment. These revivalists were deeply concerned about
what they perceived as a striking deterioration in piety, the decline in church membership,
and a new generation who seemed to no longer share their vision of a biblical
commonwealth. “The Enlightenment concern for equality, the establishment of secular
institutions, and the separation of church and state were hardly evangelical prescriptions”
(Theobald, 1990, p. 15). The secular ideology of the Enlightenment was seen as having a
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corrosive effect on Puritan orthodoxy. For Edwards, Whitefield, and other evangelists, the
revivalist movement was about awakening the unchurched to the power of Puritan theology.
The appeal to an emotional experience for conversion represented a reaction to an
Enlightenment perspective that they viewed as cold, a rational religion that only appealed to
the mind.
Even though these evangelical preachers evoked egalitarian sentiments and
reformulated Calvinism “to reach the masses by making conversion more experiential and
less intellectual” (Williams, 1999, p. 9), they never wavered from their assertion that the
point of salvation still resided in the hands of God and he had the power to save whomever
he pleased. “Let the Church include the whole town,” wrote Solomon Stoddard, “…[and
then] let God do the selecting” (in Reichley, 1985, p. 69). This new theology was not
intended to be “more democratic in terms of the distribution of power, only more popular”
(Williams, 1999, p. 9). In spite of the fact that preachers such as Jonathan Edwards asserted
“you can’t control salvation,” the common man responded to such Edward’s evocations, “if
you try, God will aid your salvation,” as an invitation to seek after salvation (Edwards, 1972,
p. 57).
It is ironic that the movement toward greater inclusion and egalitarianism and its
individualistic impulses, in fact, was embraced out of conservative rather than radically
egalitarian motives. Concerned about moral laxity and in an attempt to address the lack of
religious discipline believed to have been caused by the humanistic and rational ideologies of
the Enlightenment, the theologians of the Great Awakening embraced a conversion theology
that drew its inspiration from the individualistic tenets of Enlightenment ideology (Williams,
1999). But as Williams (1999) points out,

139
…these features also show that revivalism was reaffirming the importance
of the boundary between the saved and the unregenerate. As conversion
became more widely available those lacking it became even more morally
reprobate. The authority of the elect, and their rights and duty to exclude
others, were affirmed even as revivalism extended the “franchise.” (p. 9)
Growth of “Yankee” Schooling
As Awakening theology and Enlightenment ideology moved throughout the dispersed
communities of the New England wilderness, non-established denominational groups took
root and grew. Baptists, Methodists, Presbyterians, Mormons, and others evolved as localist
interpretations evolved to meet the social and cultural demands of the local congregations.
“The principles of individual conscience and the personalization of religious experience”
continually challenged the relatively fixed and exclusive character of these isolated
communities and regions (Williams, 1999, p. 10). Religious and economic diversity only
heightened the desire of local congregations to protect their interpretation of Protestantism.
While individuals asserted their rights as embodied in these new philosophies, communities
looked to affirm their communal authority and reign in individual aspirations. In a like
fashion, these dispersed communities sought to assert local independence from centralized
state authority that typically represented the traditional Puritan elite.
As a result, an even greater emphasis came to be placed on schooling. The powerful
combination of religion and politics compelled local communities to provide “public”
schooling. Though schools were often still an extension of local churches, taught by
preachers and controlled by local boards of the same denomination, it was rare for a
community not to provide a minimal level of schooling for even the poorest child (Theobald,
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1990). In spite of historical accounts that suggest that the growth of schooling did not occur
until the beginning of the nineteenth century, by the time of the Revolution nearly 90% of the
New England population was literate (Lockridge, 1970).
That being said, it should be remembered that in spite of the conversion doctrine of
the Great Awakening that suggested the ground was level at the foot of the cross and that
education, therefore, should be available to all, local communities still looked to schooling as
a means to ensure local permanence and to promote their worldview. As such, the majority of
the students, from their perspective, needed only to be provided a minimal education and in a
fashion that promoted local stability. In spite of the spread of Enlightenment ideology, the
“tools of reason” would remain the domain of only a select few. Consequently, local
communities and “New Lights” sought to “privatize” the control of schooling, thereby
reserving for themselves the right to define the purpose of schooling, while “Old Lights”
looked to “socialize” the conflict over school control in order to reinforce the authority of the
traditional elements of Puritan theology and promote their view of the “public good.”
Though local communities and colonial authorities sought to utilize schooling as a
conserving agent, the growing market economy and a new level of interest in acquiring
wealth, the dispersal of populations into the wilderness with varying values and religious
beliefs, and “a growing populism in religion and politics presaged by the Great Awakening
and the arrival of Enlightenment ideas” laid the foundation for the “period’s most farreaching process of social change: the American Revolution” (Rury, 2002, p. 34). It would
not be until the beginning of the nineteenth century that the true nature of these changes
would be perceived and given form in the common school movement.
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The New Republic
The emotional climate of the Enlightenment and the Great Awakening, which
inspired a general opposition to authority, elevated the individual, and carried the American
Revolution through to a successful conclusion, would be challenged as the new American
citizens of the late eighteenth and early nineteenth centuries directed their attention to the
problem of molding a new nation. “Revolution is associated with the defiance of authority
and the resort to violence,” wrote historian Perry (1944);
It is the task of political reconstruction to persuade men once again to
obey. Revolution begets the feeling that a man can have what he wants;
reconstruction compels him again to submit his particular interest to law
and to the general good. (p. 131)
Nature of the Revolution
While the American Revolution was the first popular rebellion of modern times, it
was unique in its character. Unlike the “popular” revolutions of Europe that followed, the
American Revolution was more about a struggle for “home rule” than it was about “who
should rule” (Ferguson, 1979, p. 225). The Revolution was not associated with any crusade
for internal reform; there was no uprising of the lower class or great change in class relations.
The economically and politically dominant led the revolutionary movement and never lost
their positions of leadership. To be sure, there was a brutal conflict between the “patriots”
and loyalists who were harassed and often had their properties confiscated. However, the
objective of the rebellion was to preserve the status quo that, until disrupted by British
interference in the mid-1700s, both the rich and poor found satisfactory. “The Revolution,”
according to historian Ferguson (1979), “did not overturn the existing social order” (p. 227).
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Though few would deny that the “Revolution” created changes in both government and
society, and that these changes brought about an increase in popular participation, these
resulted because of the Revolution rather than being a cause of the Revolution. The
American elite, while leading the Revolution, lacked the strength to carry it off by
themselves. Consequently, the revolutionary movement drew in the common people,
“tradesmen and mechanics from the towns and small farmers of the countryside
who…implemented the actions” that would eventually carry the new nation to victory
(Ferguson, 1979, p. 226).
For much of the population, especially those of New England who provided a
significant number of the patriot leaders and bore the greatest burdens of the war, the desire
to remove themselves from British authority can be traced to their heritage as religious
dissenters and Puritan entrepreneurs. The various Protestant sects throughout New England
shared the same Puritan story of progress and a desire to establish a commonwealth in the
New World as a beacon of true theological orthodoxy. Though by the beginning of the
Revolution the economic and political conditions had changed from the period of the earliest
Puritans, the vision of the colonial uprising as an extension of the Puritan rebellion captured
the hearts and minds of these Protestant sects. Just as the early Puritans had believed they
were the true Christian lights and the Crown had corrupted Parliament, by the 1760s, it
appeared to the North Eastern colonists that they had also been betrayed by the King and
were the “last defenders of liberty” (Ferguson, 1979, p. 119). The American Revolution,
from their perspective, was the “latest phase, straight in line from Magna Charta, of the
defense of English constitutional liberties” (Ferguson, 1979, p. 119). For the New Englanders
of the Revolution, liberty had evolved from a desire to be “free” from the influences and
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control of the Church of England to a desire to be “free” from economic and political
intrusions by the King. Freedom constituted the means by which those who led the rebellion
could assert their control over citizenship rights and determine the direction of the American
polity in a direction favorable to their interests.
While the elites of America embraced the patriotic cause, they often did so with great
reluctance. Once invited in, they feared that the common people would force concessions and
attempt to influence policy. From their perspective, it would mean “tolerating popular
initiatives, action in the street, and pressure on leadership from below” (Ferguson, 1979, p.
119). “The mob begins to think and reason. Poor reptiles!” observed Gouverneur Morris in
1774, “it is with them a vernal morning; they are struggling to cast off their winter’s slough,
they bask in the sunshine, and ere noon they will bite” (in Ferguson, 1979, p. 121). Yet,
despite the conservatives’ attempts to contain the popular will, the leaders of the Revolution
found it necessary to seek the support of the governed and endorse the democratic impulses
let loose by the Revolution.
This is not to suggest that some of the Patriot leaders did not embrace the
Enlightenment philosophy of “natural rights” and have a vision of America as a bastion of
freedom and liberty, but as Jefferson articulated, the revolution was an external struggle to
preserve liberty against the tyranny of government (Ferguson, 1979). Individualism was to be
defined as liberty—a concern for the protection of private rights. Their appeal to the general
population was based upon their belief that everyone had a stake in the preservation of
liberty, whereas “democracy was about the location of power,” and this they did not seek to
change (Ferguson, 1979, p. 223). The Founding Fathers did not conceive of the Revolution as
an invitation to the urban crowd or the unruly backcountrymen to alter the status quo; rather,
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they sought to obtain self-rule “with the internal arrangements intact” (Ferguson, 1979, p.
121).
Building a New Nation
The post-Revolutionary period produced a “crisis of authority in popular culture”
(Hatch, 1989, p. 23). The founders of the new nation were faced with reining in the very
ideological foundations of individualism that gave rise to the new Republic. The country’s
destiny, in their view, could only be preserved by creating governmental institutions to
channel and arbitrate between the conflicting interests of the individual as they related to the
common good. “The regulation of these various and interfering interests,” wrote James
Madison, (1787) “forms the principal task of modern legislation…” (p. 129).
The conservatives, who would form the core of the Federalist party, were alarmed at
the mass political initiatives that had their genesis in the town meetings of New England and
continued on in the Revolutionary committees and conventions. Consequently, they sought to
create barriers to popular influence. With the outbreak of Shay’s rebellion in 1786, the
conservatives had “their final proof that the new republic was falling under the tyranny of
mob rule” (Ferguson, 1979, p. 284). With rumors that the rebels intended to plunder the
wealthy and redistribute property, the conservatives asserted that the purpose of government
was to protect and stabilize class interests and that the democratic impulses inherent in
individualism were a perversion of their concept of freedom and liberty.
For many of the Framers, the role of government was the protection of private rights,
which at its foundation was the right to private property; the unequal distribution of property
was, from their perspective, at the core of the inherent tension between individualism and
common good. Men of great ability and talent, they believed, tended to possess more
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property than those of lesser ability. As Madison described, “The diversity in the faculties of
men, from which the rights of property originate, is not less an insuperable obstacle to a
uniformity of interests” (p. 128). To ensure stability and the continued prosperity of these
individuals and, consequently, the nation, it was the government’s duty to protect and
encourage those who prospered—an economic “elect.” Thus, as Madison described in the
Federalist papers, government is constructed to protect the conflicting interests of property
owners, but more importantly conflicts between those who own property and those who do
not. The establishment of a republic was, for the founders, a form of government in which
the many elected the few who governed, and “whose wisdom may best discern the true
interest of their country” (Madison, 1787, p. 130). As historian Ferguson wrote, “Examined
in its historical context, the Constitution reveals the intent of the Framers to erect barriers
against what they considered to be the excessively democratic spirit of American society” (p.
302).
The solution to the potential conflict between those who owned property and those
who did not was, according to Madison and the other Founders, not to set up an absolute and
irresponsible state to regiment society from the top down. Rather, it was to multiply the
deposits of political power to break down the potential of the masses becoming organized
sufficiently to threaten the security of the elite and thus guarantee both liberty and security.
Of course, it was assumed, just as the Puritans had, that a natural elite would govern and that,
in serving the interest of the prosperous, the interests of the community would be served. The
system of checks and balances and indirect elections adopted at the national level, and in
many of the states, was designed to curb popular influence and protect unquestioned
distinctions in social classes. This class structure was built upon the principle of private
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property. Those at the top of this hierarchy, the economic and political elite, controlled
significant amounts of property, investments, and the labor power of others. Those in the
middle controlled some property and investment but lacked any significant control over the
labor of others. The largest portion of the population, those at the bottom of the hierarchy,
controlled no real property and had relatively limited control over the disposition of their
own labor.
Democracy implied equal participation of all levels of the social hierarchy and the
potential for a disruption of this structure. The constitutional compromise at once avoided the
dangers of democracy and the hazards of despotism yet did not resolve the fundamental
conflict between the elites of America and the general population. The American political
culture, in a reformed form of Protestant communalism, elevated the public good, as defined
by the protection of the existing class structure, over the desires to promote participatory
democracy (Williams, 1999; Shain, 1994). The new republic was indeed the heir of the
Protestant covenant now in a contractual guise with its belief that America’s “special
commission” would be corrupted by the impulses of the masses.
Preparing Our Youth to be Republican Machines
“In the wake of the Revolution,” wrote historian Rury (2002), “schools suddenly
assumed new importance as agencies of political socialization” (p. 50). If a republican form
of government was to succeed, the leadership of the new nation believed that the local
emphasis of schooling, which was designed to promote local interests, would have to be
changed. A new concept of public education, one that would foster national unity and, as
advocated by Benjamin Rush, make “republican machines” of all American children, would
have to be created (in Rury, 2002, p. 50). The leaders of the Revolution were concerned with
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not only protecting liberty but also with maintaining order, “without which all might be lost”
(Kaestle, 1983, p. 5). “An acquaintance with ethics and with the general principles of law,
commerce, money and government,” wrote Noah Webster (1790), “is necessary for the
yeomanry of a republican state” (p. 66). Unfortunately, the chaos created by the Revolution
and the allegiance of communities and villages to local concerns prevented the vision of a
unified system of education, proposed by the early leaders of the republic, from
materializing. However, this expanded view of education, as a tool for mass socialization and
control, was a harbinger of American educational policy that would come to full fruition a
generation later.
The Defiance of Localism
For many, however, the notion of a strong central government, as endorsed by the
conservatives, was an abandonment of “democracy,” as embodied in local governance,
promised by the Revolution. The localist philosophy of common Americans viewed central
government as “a distance force, inaccessible to the common man, and too often guided by
sinister private interests” (Ferguson, 1979, p. 240). While the conservative-Federalists won
the support of the rich, the able, and the wellborn of the new republic, the DemocratRepublicans, under the leadership of Thomas Jefferson, won the support of nearly everyone
else (Ferguson, 1979). The Democrats endorsed a concept of localism from an earlier time in
which each small geographic area was independent and the common man was the focus of
political participation (Church & Sedlak, 1976). Common Americans glorified localism,
which they conceived of as minimal in its function, visible to the common man, cheap, weak
enough to be checked, and “in the last resort—in a word, consonant with liberty” (Ferguson,
1979, p. 240).
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The resistance to centralized control, be it federal or state, has often been interpreted
by historians as support for local democracy (Theobald, 1990). However, this may be more
myth than reality. The exclusive settlement patterns and practices developed in New England
and in many of the other sections of the country suggest that opposition to centralized
authority was more about the desire to privatize local issues and maintain the social order of
local communities than about the extension of democratic principles. The rationale for
localist resistance to centralized state or federal control can be found in the fear that
centralized control diminished the degree to which the institution of a community could be
used for community ends and threatened the extent to which those who wielded local power
could assert their authority. The utilization of democratic rhetoric in opposition to the
establishment of strong state and federal governments may well have been a smokescreen to
hide very undemocratic local institutions (Theobald, 1990).
This would, in many respects, account for the significant resistance of rural
communities throughout western New England and into the Northwest Territory to the
common school movement and its plan to centralize and consolidate local schools. Although
political leaders and ministers had argued the importance of schooling prior to the
Revolution, the demand for schooling was primarily a response to local needs. Established
throughout New England as the population dispersed outward, district schools were tied to
their communities. Informal, unsystematic, and controlled by the local inhabitants, as these
communities varied so too did their schools. The devotion to localism “that schooling was
designed to protect made local citizens skeptical of new forms of taxation by the state, and of
new institutional regulations by central government” (Kaestle, 1983, p. 9). The commitment
to local control and existing educational arrangements thwarted the plans of educational
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reformers in the new republic. In spite of legislation passed in the 1780s and 1790s
throughout New England (Massachusetts, 1785; New York and Connecticut, 1790), local
institutions were largely unchanged by the post-Revolutionary zeal for republican schooling.
As Jefferson charged in 1815, “Ignorance, malice, egoism, fanaticism, religious, political and
local perversities,” have foiled any plan for a unified system of education (in Honeywell,
1931, p. 20).
In spite of the exhortations to expand education from the likes of Webster, Rush, and
Jefferson, significant changes in education did not occur. By the beginning of the nineteenth
century, education had not advanced far beyond that which had been developed during the
colonial period. However, during the first half of the new century, the “American common
school emerged as a response to the changing conditions of American life,” and with it grew
the demand for a more systematic effort to train teachers (Cremin, 1951, p. 1).
Westward Expansion
During the first half of the century, the population in the west doubled every decade
so that by the 1830s, nearly a third of the population in the United States lived west of the
Appalachian Mountains (Hacker, 1947). Drawn by the opportunity of the vast lands to the
west, these Pioneers were stimulated by a sense of destiny. Americans saw it as their mission
to conquer and settle the immense continent. In many instances, however, these early settlers
were among the unlanded that found the prospects of owning land in the existing states
nearly impossible. Many had left the established settlements of the east just ahead of a
judge’s foreclosure notice. Economic conditions following the Revolution were extremely
difficult as both federal and state governments grappled with the enormous war debt.

150
The migration of New Englanders following the Revolution left much of the eastern
regions of New England uninhabited as farmers abandoned the rocky, thin soil of the
tidewater. By 1790, nearly 100,000 New Englanders had moved north into Maine and
Vermont or west into western New York. In the 1780s, the harsh tax policies, implemented
by the elite leadership in Boston, had shifted a significant amount of the tax burden onto the
lower class. Saddled with increasing taxes and lacking cash, many were faced with
tremendous debt. With a drop in the speculative land market, the banking community was
able to secure the passage of laws that enforced the collection of private debt and imprisoned
those who could not pay their debts (Ferguson, 1979). A significant portion of the population
was faced with no other option than to pull up stakes and move west.
While many easterners were alarmed at the growth of the west, the Federal
government saw these new lands as an opportunity to pay off the huge war debt and put the
country on stable economic footing. Initially, the Ordinance of 1785 was structured to
distribute the lands in the west on a settler-by-settler basis, but faced with the need to
generate income quickly, the government perused a policy that supported the acquisition of
large tracts of land by speculators who would either sponsor settlements or sell the land
directly to the people.
The Northwest Ordinance of 1787, hailed as evidence of America’s commitment to
education by virtue of the requirement that each township set aside land for schooling was, in
fact, a mechanism to entice war veterans to settle in the region (thus paying off the
governments obligation to them) and attract land speculators to purchase large tracts of land.
Much in the same manner that western communities would later advertise the existence of
schools, academies, and colleges to draw settlers, even when these were marginal institutions
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if they existed at all, the Federal government saw this as an enticement to new settlers.
Unfortunately, the land set aside for schooling was often the poorest land in the township. In
addition, this land was left to the management of each township; the moneys generated were
often poorly administered and contributed little to the funding of schools. This was the
common pattern until 1837, when Michigan became the first state to place their school
parcels in the control of the state Superintendent of Public Instruction.
Initially, the Ordinance of 1787 granted 1.5 million acres of land to a group of exarmy officers organized as the Ohio Company. This land distribution policy differed little
from policies utilized in the settlement of the original colonies (Partridge, 1957). This
procedure would continue throughout the nation’s westward expansion. Bankers, members
and officers of congress, ex-military officers, and the “principle characters of America”
would receive options on thousands of acres of land in this fashion (Ferguson, 1979, p. 274).
This speculative policy would fuel several severe economic depressions during the late
eighteenth and early nineteenth centuries. These economic downturns fell inexorably hard
on the poor farmers and pioneers as they barely produced enough cash to pay the interest on
their financed properties. The resulting waves of immigrants across the Ohio Valley and later
into the plains were often a result of being pushed off the land rather than being pulled by the
lure of opportunity (Theobald, 1990).
Throughout the post-Revolutionary period, the Federalists and later the Whigs would
advocate for the funding of “internal improvements” (e.g., roads and canals) to promote the
economic growth of the new nation and aid the commercial interests of the east. The farmers
and woodsmen objected to territorial authorities and the federal government subsidizing
these improvements to serve the economic interests of the eastern commercial class while
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their demands were often ignored. An intense divide would develop in Antebellum America
between the Eastern financial establishment and the settlers on the Western frontier. The
independent living pioneers were infuriated by the forgiving of debt, reduction in the
obligation to pay only interest, or revaluing debt when land values dropped for large
commercial interests while local farmers were removed from their lands when they became
delinquent.
The popular Democratic movement that culminated with the election of Andrew
Jackson in 1828 would threaten the eastern establishment and contribute significantly to a
renewed interest in centralized public education and the view that education was a form of
internal improvement. The election of Jackson went far to convince conservatives in the East
of the necessity to provide public schooling.
Education in the West—Self-reliance
On the frontier, a large portion of the population was uneducated. For the majority,
academic learning was regarded as useless as they found it necessary to devote most of their
time and energy to fighting Indians, clearing the land, and building communities. As
historian Curti (1959) wrote, the frontiersmen, “being self-reliant and versatile by
necessity…distrusted the claims of experts” (p. 268). However, they did not oppose
education; men and women throughout the western territory organized crude schools. Given
that these pioneers moved into the frontiers in groups and often shared ethnic, cultural, and
religious traditions, the establishment of schools was seen as necessary to ensure the
maintenance of their cultural heritage. The type of schooling offered in these frontier
communities was to be adapted to the needs of the local inhabitants rather than reflect a
notion of learning promoted in the east.
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In addition, the rapid growth of the frontier and the attendant rise in population
created a demand for specialists of all types (Partridge, 1957). The demand for physicians,
lawyers, surveyors, printers, and members of other vocations could not be met through
immigration. Consequently, communities established local institutions to provide the training
for these specialists. To attract the “right” kind of settlers and promote their communities,
civic leaders often advertised the existence of schools and academies.
While their working class counterparts in the eastern urban centers would demand
publicly funded schooling to ensure equal access to educational opportunities, the pioneers
resisted the desire of conservative political leaders and educational reformers to establish
state-run school systems. Not questioning the value of education, their localist desires caused
them to oppose intrusions into their district school. They wished to retain control over how
and for whom schools would be organized.
Growth in the East—Urbanization
During the same period, the cities along the eastern seaboard were also experiencing
tremendous growth. Stimulated by the country’s independence and the wealth of raw
materials, industries were taking root in the urban centers of the original colonies. Although
urbanization had not yet altered the rural character of the country, urbanization began to exert
a tremendous influence on the character of America’s cities (Hacker, 1947). The growth in
population and complexity of urban life compelled public authorities to assume control of
functions that in smaller communities and in rural America remained the individuals’
prerogative. Among the first institution to draw this type of attention would be the urban
schools.
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This growth was also stimulated by the gradual influx of immigrants from Europe. By
the middle of the nineteenth century, nearly one-tenth of the population would be foreignborn (Curti, 1959). This new population, often illiterate, contributed significantly to the
growing tension in the cities of the east. This tension marked the beginnings of classconsciousness on the part of the new industrial work force. The election of Andrew Jackson
in 1828 reflected the power struggle that had begun to grow between the commercial elites
and the workers during the depressions of the 1820s. As Schlesinger (1945) described in The
Age of Jackson:
The Jacksonian believed that there was a deep-rooted conflict in society
between the “producing” and “non-producing” classes—the farmers and
laborers, on the one hand, and the business community on the other…The
specific problem was to control the power of the capitalistic groups, mainly
Eastern, for the benefit of the non-capitalist groups, farmers and laboring
men….(p. 306-307)
For the workingman, this conflict involved more than economics. In the pre-industrial
era, the worker had considered himself a member of the middle class, a craftsman or artisan
who could, with hard work, set up his own shop. The economic changes that were being
fueled by industrialism altered the relationship of the individual to the means of production.
The new industrial worker found himself being demoted from his previous status of
independent craftsman to just another hired hand. A new “capitalist class came to dominant
the political, legal and cultural superstructure of society” (Bowles & Gintis, 1976, p. 157).
This new struggle was as much about the loss of status as it was about economics. Men in
distant boardrooms were now making decisions about how workers structured their lives. In
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addition, the capitalist class was able to secure the passage of laws that sent debtors to prison
while providing no protection for workers against the failure to make wage payments; the
world of these craftsmen was becoming increasingly insecure (Hacker, 1947).
Urban Education—Path to Opportunity
As the urban workers looked for ways to break the dominance of the capitalist
aristocracy, they concluded that education was their best path. From their perspective,
schooling was associated with the prestige of the upper class. Rather than questioning the
foundations of the existing social order, they looked to emulate the path they perceived the
elite had taken to achieve their status. Consequently, they demanded schooling of the same
type for their children and stressed the importance of making education available to the
children of all classes “under the conditions of the most rigid equality” (Schlesinger, 1945, p.
183).
The early labor leaders of Boston, New York, and Philadelphia rejected the notion of
“charity” schools for the urban workers and the poor. They believed that publicly funded
schools would eliminate the growing stratification that was developing in American society
(Rippa, 1997). While the common school movement would radiate from the pulpits of
humanitarian clergy and conservatives that saw public education as a means to stabilize
society, it gained traction only as the workers came to believe that education was the path out
of the factory for their children.

156
The Transformation of Individualism and Communalism
The election of Andrew Jackson in the fall of 1828 symbolized the tremendous
changes that were occurring in the country. No aspect of American life could escape the
transformation that was sweeping across the various regions of the country. As the country
entered the nineteenth century, each region of the country would seek to “expand its
influence and to direct the national destiny in conformity with its own interests” (Rippa,
1997, p. 75).
In the West, eight new states would be carved out of the Northwest Territory by
Jackson’s inauguration in March of 1829. The flood of people into the interior was slowly
shifting the location of political power away from the conservatives of the Northeast. Imbued
with a rugged independence, the men and women of the West adopted the concepts of
individualism and native localism that had been sparked in the Revolution. They at once
embraced a sense of liberalism that endorsed the right of the individual to pursue their own
interests unencumbered by centralized authority, while at the same time seeking to impose
local hegemony to protect the local social order. Schooling in this environment would be
supported only if it served local interests.
In the South, the isolating effects of the rural economy and the rigid class structure
created by the plantation system retarded the region’s endorsement of Enlightenment
individualism. Individualism was reserved for the landed aristocracy who dominated the
South economically and politically. The invention of the cotton gin only cemented the power
of this landed aristocracy and created an unbalanced one-crop economy dependent on slave
labor for its sustenance. Faced with defending their unique social system, Southern planters
saw education for anyone other than the elite as a threat to their dominance. They refuted the
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natural rights doctrine of the Enlightenment, insofar as the poor and slaves were concerned,
and asserted a traditional notion of an aristocratic society (Perry, 1944). Localist and
communal ideologies would dominant the cultural and political rhetoric of the Southern
planters. A Southern aristocracy, who resisted any intrusion into their domain by centralized
authorities, was believed to best serve the public good. The slaveholders had driven the nonslaveholders from the best land and denied them “the benefits of industry and schooling since
it was their policy to keep the masses in loathsome dungeons of illiteracy” (Hacker, 1947, p.
251). What schooling existed was provided by the church and was designed to promote the
values of the plantation owners and offered little support for the establishment of public
schooling.
In the Northeast, technological innovations continued to spur the development of an
economy that had long been built upon commercial interests. The production of goods, which
in an earlier time had taken place in the home or small workshops, was transferred to
impersonal factories. The independent craftsman was transformed into an urban worker who
no longer owned or controlled the means of production. At the turn of the century, only four
cotton mills existed in New England; by the 1830s more than 800 were in operation,
employing nearly 70,000 workers (Rippa, 1997). In addition to manufacturing, Boston, New
York, and other coastal cities in the Northeast became national centers of finance. By the
early part of the century, cities such as Boston commanded capital resources in excess of $20
million (Rippa, 1997).
The factory system lured small farmers from the countryside and emigrants from
Europe to the urban centers of the Northeast. This growth brought an increase in tensions
between the factory workers and the manufacturing aristocracy. Unlike the frontier, where
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the individual could strike out on his own, the urban laborer was compelled to abandon his
individual impulses and faithfully toil for the benefit of a small group of capitalists who
owned the means of production. The assumptions of classical liberalism and the “natural
rights” of the individual were being transformed to include the “corporation itself as a form
of the ‘natural individual’ protected by legal rights” (Williams, 1999, p. 19).
In earlier Puritan society, the source of power resided outside man in a transcendent
authority. The “invisible hand of God” made it the moral duty and political right of the
“visible saints” to control the impulses of the individual. The public good was defined as that
which served the social arrangements that were in accord with divine authority. Theological
concepts about the relationship between man and God shaped the relationship between the
individual and the community. The commercial expansion of the Protestant Northeast
changed the covenant’s religiously based sense of individualism to an ideology based upon
the rational pursuit of self-interest that was now directed by the “invisible hand of the
market.” This new ideology merged the traditional covenant theology with its theme of
creating the Kingdom of God on earth with a social evolutionist perspective that viewed
those that prospered as rationally selected for the virtues that they possessed. The new
ideology was both a secularization of Protestant theology and a sacralization of capitalistic
economic ideology. While this reformed Protestant theology endorsed a concept of
independence and liberty that championed “individual rights,” these were viewed within the
context of certain societal constraints that would be controlled by those who directed the
means of production and consequently defined the nature of the public good.
The vision of the “good society,” as promoted by the economic elite of America,
required that the institutions of the new nation would at once promote the myth of individual
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rights while ensuring that the all citizens were “right-minded” individuals. In order to be sure
that “converted” individuals were right-minded, national hegemonic institutions would need
to be created that would promote a vision of America that combined a version of
individualism with an emphasis on communal obligations based upon Protestant hegemony.
In the name of individual liberty, schools were conceived as a means for promoting a
hegemonic conceptualization of the community.
The Common Schools
The commercial and manufacturing growth that emerged following the Revolution set
into motion changes that would radically alter the relationship between individuals and the
means of production (Bowles & Gintis, 1976). Primarily centered in the Northeast,
industrialization was expanding the mass of men without property. Just as the rise of the
merchant middle-class following the Crusades created a class of non-land owners who sought
to be included in the power structure of emerging Renaissance Europe, the new landless
working class also created similar demands within the new American Republic. However,
unlike the rise of the merchant middle-class of an earlier time, workers lacked the economic
base from which to assert their growing discontent within the existing power structure. Not
until the late nineteenth century and early twentieth century would the laboring class come to
view the withholding of their labor as a viable means for asserting their economic interests.
At this time, questions concerning the foundation upon which the existing social order was
built were only distant rumblings.
From the perspective of the conservative capitalist class, the displaced farmers and
immigrants from Europe who were beginning to fill the urban centers of the new nation
lacked a stake in the existing social system. The conservatives argued that, when yeoman
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farmers and individual artisans had owned their own farmland or shops, or at least held a
belief that these were within reach, they accepted class differences and shared in a belief that
these differences served the needs of order and stability. The smaller and older communities
of the colonial period had fostered an acceptance of one’s station in life and deference of the
lower class to their “political betters” (Church & Sedlak, 1976, p. 73). The western
communities, distant from any form of centralized control believed necessary to ensure a
stable society, threatened the security of an eastern elite who had become dependent on
centralized economic stability. The western farmers and the urban working class would form
a powerful political force that would drive a populist movement, resulting in the election of
Andrew Jackson.
Though this populist vision of America was, in many ways, a historic myth
perpetuated by America’s elite, it served such national leaders as Thomas Jefferson well.
Idolizing the agrarian life, Jeffersonian Democrats romanticized about a nation of yeoman
farmers and rural communities that would serve to check the industrial cities and factories.
“Let our workshops remain in Europe,” declared Jefferson. “The mobs of great cities add just
so much to the support of pure government, as sores do to the strength of the human body”
(in Theobald, 1990, p. 25). By retaining the individual yeoman and artisan as the primary
economic unit, the Democrats hoped to maximize the distribution of power in small
geographic areas and maintain the mechanism for maintaining social order that had existed in
an earlier time. While local communities would support the establishment of local schools,
the concept of native localism would be the motivation behind early rural resistance to the
attempts by common school reformers to impose centralized control over the establishment
of public schooling. This would also foment a division between agrarian and urban populists
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that would prevent a successful alignment in opposition to the commercial interests of the
northeast.
For the Federalists and later the Whigs of the Northeast, on the other hand, the
challenge was to instill the local nativist conceptualization of social order in an emerging
urban society that lacked the hegemonic ties that characterized smaller colonial communities.
Rather than invoke a romantic vision of agrarian America, they sought to establish
“institutionalized forms of social control to substitute for the personal community network of
the small town, a form of social control that would ensure that individuals living in the
impersonal urban world would perform their responsibilities and work as to promote the
general welfare” (Church & Sedlak, 1976, p. 73). This belief is reflected in the initial
industrial efforts to establish “countryside factories” such as Lowell, Massachusetts, in 1814.
With its planned boardinghouses, libraries, lecture halls, and “green spaces” provided for its
employees, this “factory community” represented a vision of an industrial future that would
check the industrial degradation of the urban slums that were growing throughout Europe.
However, because of the potential for profits and the influx of non-Anglo immigrants, by mid
century, the “Lowell experiment” and its notion of paternal industrialism had been
abandoned along with the “green spaces” (Theobald, 1990). Instead, the capitalist class
“looked to schools as one institution which could efficiently internalize a sense of social
control and social duty in the urban population” (Church & Sedlak, 1976, p. 73).
The Whig party, centered in the Northeast, represented the upper- and middle-class
industrialists, bankers, and large farmers—the old Puritan elite. They supported an active role
for government in the establishment of internal improvements to enhance their ability to
bring their products to market. They wished, as Church & Sedlak (1976) wrote, “to
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subordinate individual economic development to higher social concerns of social good and
economic growth…to stimulate and guide economic development” (p. 63). Like other forms
of internal improvements, public schooling would be deemed necessary to support the
growing commercial interests of the Northeast and provide social stability for the capitalist
elites. “Where else,” asked Horace Mann, could you find “any police so vigilant and
effective, for the protection of all the rights of person, property and character, as our system
of Common Schools could be made to impart” (in Rippa, 1997, p. 95).
This is not to suggest that the secularizing pressures of a new economic order
displaced theological rationalizations for the existing social order. Just as the First Great
Awakening had stirred individualist ferment that would help inspire the Revolution, the
Second Great Awakening, which reached its heights in the 1830s and 1840s, would
evangelize a new vision of the relationship between God and man and emphasize outward
actions of social benevolence. While the Calvinist reformers of the First Awakening had
stressed the sinful nature of man and his inability to overcome this without the direct action
of God, Second Awakening evangelicals, such as Charles Finney and Lyman Beecher,
stressed the human nature of sin. Invoking hellfire and damnation just as the earlier
revivalists had, these new evangelical activists emphasized the ability of sinners to repent and
desist from sin. It was, according to these preachers, within the capacity of humans to turn
away from sinful behavior and embrace moral action. From this perspective, those who failed
to repent and seek conversion did so as a consequence of their poor moral character. The
rationalism of individualism had been merged into a theology that asserted that the fallibility
of man could be attributed not to original sin and the fall from grace of man, but to the
varying qualities that each individual possessed, independent from the spiritual community.
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As evangelical Charles Finney described, “religion is the work of man, it is something for
man to do” (in Scott, 2004, p. 1).
These nineteenth century evangelicals considered themselves, as did their Puritan
forefathers, participants in a much broader spiritual movement that linked them directly to a
special Christian history. In their minds, this heritage extended back to the Protestant
Reformation, the movement to purify the Anglican Church during the English Civil War, and
culminated with the Massachusetts Bay and the American experiment. Theirs, too, was a
work to extend God’s Kingdom and promote a sense of direct connection to the ultimate goal
of Christian history—preparing the way for the second coming of Christ. Protestant America
was to be a nation of Christian destiny.
Conversion was not only an individual responsibility, but in “preparing the way,” the
Second Great Awakening was a crusade to ready all facets of the American society for its
ecclesiastical destiny and “bred an evangelical politics of social and moral intervention”
(Phillips, 1999, p. 390). The Protestant revivalism that characterized the first 35 years of the
nineteenth century was inspired by a desire to save America from the growing number of
“unsaved” poor and the “Catholic invasion,” who were coming to America, as Lyman
Beecher described, “like the locusts of Egypt…arising from the hills and plains of
Europe…to settle down upon our fair fields” (Beecher, 1835, p. 91). “Frivolity, sensuality,
and the Catholic religion,” wrote Horace Mann, the “father” of American education, “what
will they not do for the debasement of mankind” (in Jorgenson, 1987, p. 37). The
establishment of a public school system was seen as the most prudent method for ensuring
the extension of Protestantism and saving America from the influences of the “gin-drinking
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lower orders,” thus securing the Nation’s destiny. As historian Jorgenson (1987) described,
“The entire school enterprise was suffused with the spirit of the Second Awakening” (p. 28).
It should be noted that the Second Great Awakening, with its belief in the individual’s
culpability in failing to earn salvation, occurred within the context of an America that was
embracing the rationalism of “modern science” to both explain and justify the hierarchy of
peoples. “Right-minded” science was viewed as going hand-in-hand with religious doctrine.
Rationalism and science were seen as a mechanism to confirm the truths of theology.
During the period following the Revolution and well into the nineteenth century,
hundreds of small sectarian colleges were established. While these institutions were
developed as agents for the advancement of specific denominational theology, they clearly
represented a belief that an intellectual gospel “offered a way to appropriate the emerging
sciences on Christian terms” (Nidiffer & Bouman, 2004, p. 52). Fields such as phrenology
and polygenesis gained in popularity throughout America. Attempting to align new scientific
findings with Protestant theology, scientists such as Samuel George Martin, in his popular
book Crania Americana, sought to give a scientific justification for the societal structures
that governed the socially acceptable status of women, savages, and the recalcitrant working
class (Cotter, 1989). The emerging conflicts over slavery, the Indian question, and the
growing Catholic problem contributed significantly to an “emerging scientific racism that
developed in response to the historiographic idolization of Anglo-Saxon origins” (Theobald,
1990, p. 20).
If the “special commission” of the earliest Puritans was to become a reality in
America, the melding of Protestant theology and scientific racial ideology would be a natural
extension of the belief in Anglo-Saxon superiority and destiny. The eventual success of the
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common school movement would rest not only on the need to secure a compliant workforce
and stable social order but also upon a desire to ensure the extension of a Manifest
“Protestant” Destiny. The common school reformers of this period were usually
conservative, middle class, and often, as was the case with Calvin Stowe, Caleb Mills, John
Pierce, Edward Neil, and William McGuffey, ministers of the Calvinist tradition. The first
superintendents of public instruction in Ohio, Indiana, Michigan, and Minnesota were all
Protestant clergymen (Church & Sedlak, 1976; Theobald, 1990).
The common school movement, which had its genesis at the beginning of the
nineteenth century, resulted from a complex interplay between a variety of conflicting
factors. On the one hand, the ruling elite sought to guard their own social and economic
status, the emerging factory owners wished to have a properly trained and disciplined work
force, and Protestant evangelicals looked to promote America as a bastion of Protestantism—
a beacon to the world. On the other hand, the working class looked to schooling as a means
to climb the socioeconomic ladder, western pioneers as a means to protect local interests, and
humanitarians as a method to improve American society.
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Figure 4 Conflicts over the Purpose of Public Schooling
In the south, the prospect of public schooling was suspect at best, as it was their
desire to keep the lower levels of their society in ignorance, while in the west, schooling was
seen as a local issue designed to serve local interests. Consequently, a mass movement for
universal public schooling was not seen as necessary. It was in the Northeast that these
factors coalesced and gave substance to the drive to establish publicly supported schooling
for all white children in America.
Yet the common school movement should not be seen as a sudden development
moving from few schools to a massive expansion of schooling. Since colonial times, the
settled portions of America had long provided some form of education for all children. By
the nineteenth century, America was the most literate nation in the world; literacy rates
rivaled any of the European states. The essence of the common school movement and what
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differentiated it from previous schooling efforts was the commitment of reformers to use
education as a tool for social manipulation on a grand scale (Church & Sedlak, 1976).
The establishment of public schooling was primarily an effort to reach down to the
lower portions of the American society to instill in the children of the poor and non-AngloSaxons a set of values determined by the Protestant elites of American. The leaders of the
common school movement aimed their reform efforts at poor and rural parents who were
deemed to lack the necessary moral character to provide for their children the appropriate
American-Protestant values. The moral importance of public schooling, for educational
leaders such as Mann, was to be found in establishing centralized educational institutions to
perform the duties it was believed these lower class families were incapable of performing
for themselves. Usurping parental and kin group authority, a concept that would have been
abhorrent to middle- and upper-class parents, were concepts that began an educational
tradition of blaming the victim for their social circumstances rather than questioning the
essence of the system within which these families found themselves. The common schools,
as historians Church & Sedlak (1976) argued, were preventative and designed to provide
antidotes to social ills. Education would foster in “these” children respect for property, the
discipline to work hard, and, most importantly, a willingness to accept their lot in life “if not
happily, at least submissively” (Church & Sedlak, 1976, p. 68). “Let the common school,”
wrote Horace Mann (1856), “be expanded to its capabilities, let it be worked with the
efficiency of which it is susceptible, and nine-tenth of the crimes in the penal code would
become obsolete; the long catalogue of human ills would be abridged; men would walk more
safely by day; every pillow would be more inviolable by night; property, life, and character
held by a stronger tenure; all rational hopes respecting the future brightened” (p. 142),
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The effort to convince a skeptical public of the necessity to provide tax-supported
public education for the poor was, for the middle and upper classes, less about promoting the
principles of democracy and more about ensuring that those who were most in need of social
control—poor and rural children—were in school. It should be remembered that, in spite of
the rhetoric of the rich and poor better understanding one another by sharing in a common
schooling experience, the reality was that rich and poor students would spend a minimal
amount of time together in these common schools. First, middle and upper class parents often
refused to send their children to these common “charity” schools if students of the lower
class were in attendance. Circumstances in which all “classes” attended school together
occurred for only brief periods as the “free” portion of schooling lasted for only a few
months out of the school year. For the remainder of the school year, students were required to
pay tuition to attend. Second, advanced forms of education were still private in nature. The
movement toward publicly supported high schools would not occur until late in the
nineteenth century and, even then, only a small portion of the population attended these
advanced institutions. From their origin, these high schools were closely linked to higher
education, a domain dominated by the well-off.
The most significant aspect of this reform movement, beyond compelling a minimal
level of schooling for the children of the poor, was the view that common schools should be
centrally controlled. If schools were to realize their central function of social manipulation,
they needed to be guided by a common set of standards. Closely related to the notion of
centralized control was the importance of common school teachers being trained to adhere to
a single professional standard in order to ensure that these standards were appropriately
passed on to the students of the common schools. Previously, the qualification to teach was a
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mastery of the subject matter to be taught. These requirements would remain virtually
unchanged for advanced academies (later high schools) until the late nineteenth century. For
higher education, even today, this remains the standard by which “professors” are deemed
qualified to teach.
However, common school teachers were not being asked to be subject matter
scholars; rather they were instruments of social control and as such required a preparation
that ensured they had been appropriately socialized. Consequently, as school reformers
looked for an institution to provide this type of teacher preparation, they found that no such
body existed outside the common schools themselves. Faced with the prospect of preparing
thousands of common school teachers, by the 1830s, educational reformers turned not to
higher education for teacher training programs but conceived of an advanced form of
common schools—normal schools. These institutions, they believed, would prepare the cadre
of teachers necessary to fill the common schools they so ardently believed were necessary for
the preservation of Protestant America.
As the common school movement was gaining momentum, the pioneers of western
New England were making their way down the Erie Canal, across Lake Erie, and into the
Michigan Territory. Following the War of 1812, the Yankees of the Northeast would pour
into Michigan in such numbers that in less than 25 years these transplanted New Englanders
would seek admission to the union. With them, they brought not only their hopes and dreams
for a better life, but also the theological and ideological foundations of their Puritan
forefathers. The institutions established by these Yankee pioneers would bear the indelible
marks of a Puritan heritage that proudly traced its ancestry back to the counties of Suffolk,
Essex, and Middlesex in England. Jonathan Winthrop’s city on the hill, that had its
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beginnings on a rock in Plymouth Harbor some two hundred years earlier, would be given
rebirth in the backwoods of the Michigan Territory.
The next section examines the historical development of early Michigan and the
circumstances and events that shaped its educational system. Central to this examination will
be a focus on the forces that brought about the establishment of the first institution for the
preparation of teachers west of the Allegheny Mountains, the Normal at Ypsilanti; its
eventual transformation to a four-year college; and how the antecedents of this
transformation are found embedded in this Puritan heritage and the concomitant class and
cultural conflicts that characterized Antebellum America.
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Chapter 5
PART I: THE YANKEES MOVE WEST
“Come all ye Yankee farmers who whish to change your lot,
Who’ve spunk enough to travel beyond your native spot,
And leave behind the village where Pa and Ma must stay,
Come follow me and settle in Michigania.
Yea, Yea, Yea, Michigania” (in Stevens, 1935, p. 326).
Meicigama- The Land of the “Great Waters”
For the first few men who made their way to the wilderness of what is now Michigan
early in the seventeenth century, this new country was but an outpost. For some, most
notably the French, this was a land rich in resources to be exploited. For a few, the mist on
the horizon hid the great passage to the east and the lands of Marco Polo and Kublai Khan.
With the exception of a few French missionaries who sought to instill in the hearts and minds
of the “savages” the laws of religion and obedience to the King, the land was to be dominated
by exploiters “who felt that a rich, unspoiled country called for predators rather than settlers”
(Catton, 1984, p. 22). The woodsmen who made this land their home for more than a century
saw little need to “promote a higher type of civilization or economic progress” (Stevens,
1935, p. 322). Content to live in a crude and primitive fashion, these trappers were
committed to the preservation of the natural hunting grounds and trade with the native
populations.
Yet by the end of the seventeenth century, it was becoming clear to the French that
their hold on this land would be threatened by the English colonists to the east who were
beginning to make their way over the mountains with an eye toward the rich, open, and
empty lands of the northwest. Antoine de La Mothe Cadillac, the Commandant at Fort de
Baude in the upper peninsula of Michigan, was able to convince King Louis XIV that in
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Figure 5 Northwest Territory, 1688
Note: From the Partie occidentale du Canada ou de la Nouvelle Franc, 1688, by V.
Coronelli, Paris, France: J. B. Nolan. National Archives of Canada, Ottawa.
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order to hold back the impending influx of Anglo settlers and repel British intentions in the
upper Great Lakes, France needed to stop treating the territory as an outpost. “The country,”
wrote Cadillac, “…deserves all the care of the King to keep it up to attract inhabitants to it,
so that a solid settlement may be formed there which shall not be liable to the usual
vicissitude of the other posts in which only a mere garrison is placed” (May & Brinks, 1974,
p. 82).

Figure 6 Detroit, 1763
Note: From the La rivière du Détroit depuis le lac Sainte-Claire jusqu’au lac Érié, 1764, C.
N. Bellin, Reference Code: C 78, AO 6699. Archives of Ontario
Able to convince Louis of his wisdom, in the summer of 1701 traveling south on
Lake St. Clair, Cadillac selected a site at le détroit (the straits)—the waterway between Lakes
St. Clair and Erie—and established a French settlement. “We must establish at this post,”
wrote Cadillac, “missionaries…to teach the young savage the French language…to civilize
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and humanize them” (Cadillac, 1903, p. 98). While Cadillac attempted to bring civilization to
the backwoods of the northwest by establishing a seminary for common instruction in 1705,
the effort failed. Though the French government sought to stimulate immigration into the
new territory by offering to give any man who agreed to go to Detroit a cow, pig, various
farm implements, a wagon, and a grant of land, the population grew slowly (Catton, 1984).
By 1755, only fifteen hundred white inhabitants lived in Detroit and the lands surrounding
the village (Catton). In only a few years, however, the fate of the French dominion over the
lands of the Michigan territory would be decided by Wolfe’s victory on the distant Plains of
Abraham outside Quebec. The territory of Michigan and the tiny village of Detroit, which
had seen none of the fighting between the British and the French, would “hoist a new flag
and swear allegiance to a new King” (Catton, 1984, p. 33).
While the French fared poorly in bringing civilization to the Michigan frontier, the
British, after acquiring control of the territory in 1763, did even less to advance the
settlement of Michigan. While there is evidence that French Priests established some schools
and seminaries between 1705 and 1763, they vanished with the appearance of King George’s
Red Coats (Springman, 1953). Like the French, the British were insistent on pulling a profit
from the resource-rich territories of the Great Lakes; Detroit and her territories were still seen
as nothing more than trading posts. “When the King’s agents looked at Michigan,” wrote
historian Catton (1984), “all they could see were the animals whose skins were adorned with
valuable fur” (p. 36). They believed that it was essential to keep the land-hungry colonists in
the east and the lands of the northwest unspoiled by the trampling tendencies of the colonial
farmers.
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Initially intended to tame the dissident native populations, the British forces that
were garrisoned throughout the western territories were turned against the colonists when
Parliament, in its Proclamation of 1763, decreed that the entire interior belonged to the
Indians. Colonial settlers would not be permitted into these new lands. The maintenance of
this military force, which was to enforce this edict, was deemed by Parliament to be, in part,
the responsibility of the very colonists they were now deployed to control. In the end,
however, the desire to keep this territory untrammeled by colonial farmers so it could be
exploited by and enrich the English treasury would lead to escalating tensions, colonial
protests against stamp acts, and the tossing of chests of tea into the Boston Harbor.
While the American Revolution raged, the lands of the northwest remained the
domain of the native peoples that called the deep forests their home and the lawless thugs and
fur traders who looked to exploit the riches of this vast land. The territory would have to wait
nearly fifty years for significant settlement to bring any form of Western civilization to the
wilderness.
When the colonists broke with England, they not only gained their independence but
also inherited a vast territory. While the Treaty of Paris in 1783 would cede this enlarged
territory to the new republic, it would not be until 1794, when Anthony Wayne led colonial
forces into the western reaches of the Ohio Territory and struck down an Indian force
supported by the British at Fallen Timbers, that the village of Detroit, which had flown the
fleur-de-lis and the banner of St. George, would unfurl the Stars and Stripes. As General
Wayne took possession of the territory for the United States, fewer than 4,000 white
inhabitants populated the land (Catton, 1984).

176
It was evident that the leaders of the new republic saw the immense potential in these
new lands. While first the French and later the British had brought the unbridled greed of
Western civilization and the desire to exploit the wilderness to the northwest, it would be the
“Americans” who would seek to hasten the white settlement of these new territories. Unlike
the French and British who sought to keep the land unspoiled so it could be exploited by
woodsmen and trappers, the leaders of the new republic saw the virtue in establishing
settlements throughout these new lands. These lands were not to be left pristine but were now
to be “conquered, tamed, beaten into submission, animals killed and trees cut down—and red
Indians defanged, given hoes in place of tomahawks, turned into imitation white men”
(Catton, 1984, p. 31). While the commercial interests of the east saw the vast economic
potential in these new lands, the farmers and laborers, like their colonial ancestors, saw these
new lands as an opportunity to once again escape to a “new world.”
It was felt by the statesmen of the country that the welfare of the whole people would
be promoted if the individual States placed this vast body of land in the hands of Congress to
be used as a resource to pay off the enormous war debt and secure the economic future of the
new nation and those who now led the country (Knight, 1884). Congress quickly sought to
establish an order to the settlement of the new territories. As would become a familiar pattern
at the conclusion of America’s continental wars and expansion, all the lands acquired in the
Revolution were transferred to the control of the federal government. In 1780, congress
adopted a resolution for the payment of the war debt. Bounty lands were secured to pay off
the soldiers of the Revolution, and great tracts of land were sold to land companies in order
to provide a quick infusion of revenue needed to operate the new government. Often these
land companies were under the control of the very men who led the new nation.
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Most critical to the leaders of the Revolution was the desire to establish permanent
settlements in these new lands. While Jefferson’s dream of a nation of yeoman farmers made
for splendid rhetoric, the economic advantages of having permanent settlements in this vast
wilderness, much in the way England had viewed the colonies in an earlier time, was a much
more powerful motivation. For this territory to be stable and yield the greatest economic
advantage, it was critical not only that the path to settlement in the new lands was made
secure, but that civilization would travel with these pioneers. In 1785 and 1787, the congress
passed the land ordinances that would govern the organization of the Northwest Territories.
For the leaders of the new republic, schooling, that Puritan beacon of civilization and
God’s ecclesiastical truth, would also have to make its way west. The Northwest Ordinance
sought not only to ensure the financial security of those who had wagered the most in
breaking with England, but to provide an insurance policy that the social order they had
gained control over in the revolution would remain securely in their hands. The sixteenth
section of land set aside for education was a clear recognition that the migration of “religion,
morality, and knowledge” westward was “necessary to good government” such that “schools
and the means of education” should always be encouraged (Northwest Ordinance, 1787, Art.
3). The transmission of Anglo-Protestant culture was to be ensured by the establishment of
schools in the new territories.
While America gained control of the lands of Michigan, this control was to be shortlived. By the early 1800s, Europe was embroiled in a world conflict and America became
ensnared in the Old World quarrel. When war broke out with England in the summer of
1812, the newly organized Michigan Territory became the staging point for a grand
American strategy to capture British Canada at the outbreak of hostilities. Due to the lack of
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decisive leadership on the part of Michigan Territorial Governor William Hull, who was in
command of the American invasion force, the Army of the Northwest suffered a humiliating
defeat and the city of Detroit was surrendered without firing a shot Not quite two months
after war was declared, the Union Jack once again flew over the city of Detroit. While
Commodore Perry’s victories on Lake Erie in September of 1813 would force the British to
abandon Detroit, the war, which came to an end in 1814, had a devastating effect upon
Michigan. Claiming that more than half the territory’s population was “destitute,” Territorial
Justice Augustus Woodward noted in March 1815, “the desolation of the territory is beyond
all perception” (Michigan Historical Collection, 1897, p. 13).
Civilization Comes to the Territory
As the lands that would become Michigan were organized, there were few signs of
civilization. “The interior was sparsely settled,” wrote the Reverend John Pierce (1837), “and
the forest and prairies showed few signs of human industry…schools, churches and
newspapers were few, and the privations of pioneer life were many and severe” (p. 78).
Appointed Territorial Governor in 1813, Lewis Cass described the early inhabitants of
Michigan in less than flattering terms: “As traders, engagés, and voyageurs, the inhabitants
spent one-half of the year in labor, want, and exposure, and the other in indolence and
amusement” (Farmer, 1884, p. 328). Other than the fur trade, Michigan had little to offer an
emigrant but “her wild lands,” and with lands to the south more accessible, the Michigan
Territory grew slowly (Hubbard, 1887). Circuit Judge Jacob Burnet (1847) wrote that, “no
district or region that takes its character from the fur trade can be hospitable to the kind of
population that is necessary to build up a commonwealth” (p. 4).
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Though the structure of a territorial educational system had been developed in the
Ordinance of 1787, the early inhabitants, with the exception of the French Missionaries, gave
very little thought to schooling. While the few French settlers of means in the territory sent
their children to either Montreal or Quebec to be educated and, later, the well-to-do British to
New Albany or New York, the majority of “the habitants were illiterate” (Burnett, 1847, p.
7). For the previous one hundred years, living a vagrant life while subsisting upon fish or
game, the rugged trappers that called the territory home had little incentive to bring
civilization or education to the frontier; this, however, was about to change. While the cities
of “Buffalo, Cleveland, Detroit, and Chicago were either non-existent or straggling villages
with wild game at their door and Indians loitering in their streets,” territorial governor Cass
and the territorial council set about to establish the first institutions of civilization in the new
territory (Stevens, 1935, p. 324).
New England Over Again
Initially, Michigan held out no alluring prospects for the new immigrants that were
sweeping into the west (Jackson, 1926). Before 1812, no survey of the territory had been
made. When a survey was commissioned by Congress to award bounty lands in Michigan to
the soldiers who fought in the War of 1812, Edmund Tiffin, Surveyor-General of the United
States, pronounced that the land was “marsh and everywhere sterile” (Lanman, 1845, p. 229).
As Tiffin reported, Michigan “will never contain a sufficient number of inhabitants to entitle
them to membership in the confederacy” (Caruso, 1961, p. 351). In 1816 Congress, because
of the disparaging reports that described Michigan as a vast and useless swamp unfit for
cultivation, amended its bounty act so that the claims of soldiers could be satisfied with lands
in Illinois and Missouri. Consequently, white men left most of the land west of Detroit to the
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natives and, except for a small number of hardy trappers, few settled west of Detroit until
1822 (Hazzard, 1948).
The majority of those who made their way west followed the Ohio River’s
southwesterly course and settled in the fertile lands of the Ohio Valley. Even if the reports
had been more favorable, prospective settlers to the Michigan territory faced an arduous task.
The territory could only be reached by the long and tedious overland journey along the
southern edge of Lake Erie (Jackson, 1926). Not only was Michigan hard to reach, it was
nearly impossible to ship farm produce back to the east at a profit enabling the rural
population to make a living. By 1820, fewer than 9,000 white settlers inhabited the Michigan
Territory, with the largest portion living in or about Detroit (Pierce, 1874). However, for
those settlers who would come later, the “deflection of the settlers of the early period”
(Stevens, 1935, p. 323) away from Michigan was as John Pierce (1874) wrote, “…fortunate
for the future state.” “Besides retarding the settlements,” Pierce continued, “we would have
had a very different set of inhabitants had it been encumbered with soldiers’ bounty lands”
(p. 37). Consequently, as these early settlers described, Michigan was left available for “the
tide of New England and New York pioneers…a vast caravan of home seekers of high
quality and homogeneity much to be desired in any community” (Stevens, 1935, p. 323)
The Path to Michigan
In spite of the reports that revised the earlier portrait of the Michigan Territory as
uninhabitable, migration into the Territory remained slow. Even with the organization of a
steamboat line between Buffalo and Detroit in the summer of 1818, the Territory remained a
long way from the eastern seaboard and its markets and populations necessary to spur the
development of the Territory. However, a new era was about to dawn in Michigan. With the
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opening of the Erie Canal in 1825 making the journey comparatively easy, the farmers of
New York and New England who were discouraged with their prospects in the east began to
pour into Michigan (Stevens, 1935).

Figure 7 Path to Michigan, 1825
Note: From the Geography of Michigan and the Great Lakes region, 2005, by R. Schaetzl,
Michigan State University http://www.geo.msu.edu/geo333/index.html
Steamboats, canals, cheap Western land, and economic pressures in the East in the
1820s brought settlers to Michigan in droves (Pierce, 1874; Hinsdale, 1906; Catton, 1984).
Between 1830 and 1840, the population rose from 31,640 to 212,671 “an increase of 571
percent, faster than any state or territory in that decade” (Formisano, 1971, p. 16). These new
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inhabitants, however, were different from the previous. Rather than “men of the woods,”
these new immigrants were largely of New England stock (Hinsdale, 1906, p. 3).
For almost a century before 1800, the population throughout agricultural New
England had grown in density. The most prosperous lands of eastern Massachusetts and the
Connecticut River Valley had been filled early in the eighteenth century. New settlers began
to move westward and fill in the rough and less desirable terrain of Worcester County and
beyond. Between the eve of the Revolutionary War and the 1800s, young men increasingly
had to take poorer and smaller tracts of land to establish farms. Often they were forced to
seek sources of income other than that which was derived from their small-scale farms
(Bidwell, 1921; Mathews, 1962). The difficult farm life in the rural communities of New
England pushed the young and poor from New England out onto the new lands in New York.
Many of the western New York farmers, who had left New England to better their lot along
Seneca Lake, in Genesee County, and along the Mohawk and Hudson River Valleys, found
that their dreams were not likely to come true in these new lands either (Stevens, 1935).
Nearly 6 million acres of land, in what would become western New York, had been
acquired by the Holland Land Company. A Dutch concern, much of this land was divided
into small farms and sold to farmers from Massachusetts, New York, Connecticut, and Rhode
Island on “easy terms” (Stevens, 1935, p. 327). Although much of this land had been sold on
land contracts, when farmers experienced difficulty in making their payments, a liberal
policy by the company allowed payments and interest charges to lapse (Stevens, 1935).
However, conservative legislators in Massachusetts were able to pass legislation following
the Revolution that taxed the unpaid balances of land contracts held by foreign companies.
Consequently, the lax policies of the Holland Company were replaced with more stringent
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business practices regarding delinquent settlers. This action forced many farmers to sell out
or abandon their farms. During the 1820s, with low crop prices and “increased profits in
raising wool increasing the demand for enlarged farms, poor farmers were glad to sell out to
more prosperous sheep raisers and move westward to the cheaper lands” of Michigan
(Stevens, 1935 p. 328).
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By the 1830s, more than 40% of the inhabitants of the Michigan Territory were from
New England and western New York. In the more populated areas of the state, this figure
exceeded 60% (Stevens, 1935). In a study of Washtenaw County, one of the earliest counties
settled in Michigan, Fuller (1918) found that before 1850, more than half of the residents
were born in New York, while about one-fourth were natives of New England. The
remainder was foreign born: Irish, English, or German (Table 2).
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Table 2
Adult Settlers in Washtenaw County Between 1815 - 1850
Location of Origin
Maine

Population
2

%
.2%

New Hampshire

12

1%

Vermont

69

7%

Massachusetts

70

7%

Rhode Island

5

1%

Connecticut

66

7%

New England Total

224

23%

New York

374

39%

New England & New York

598

62%

Other States

89

9%

England

85

9%

Ireland

91

9%

Scotland

10

1%

Germany

82

8%

Switzerland

2

.2%

Canada

7

1%

Foreign Total

277

29%

Total Population

965

Note: Complied from the Economic and Social Beginnings of Michigan: A Study of the
Lower Peninsula During the Territorial Period, 1805-1837, by G. N. Fuller, 1918, Lansing,
MI: Hallenbeck Crawford Co.
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Figure 9 Advance of "Settlement" in Michigan, 1820-1860
Note: From the Geography of Michigan and the Great Lakes region, 2005, by R. Schaetzl,
Michigan State University http://www.geo.msu.edu/geo333/index.html
By 1834, this wave of New York-New England immigration had gradually changed
the old French village of Detroit into an enterprising western metropolis (Michigan Historical
Collection, 1912, p. 555-556). While they represented the largest portion of the population,
they had an influence on early Michigan beyond their actual numbers. Of the first State
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Legislature, 37% came from New England, while 48% came from New York. Six of the
territorial judges were New Englanders, with the first chief justice of the Supreme Court
coming from New York (Stevens, 1935). With them, they brought the heritage of their
“political and social, industrial and economical, civil, religious, and educational ideas”
(Burnett, 1847, p. 6). The traditions and characteristics of New England were transplanted to
Michigan until Michigan became, as historian Farmer (1884) described, “more truly the
home of the Puritan ideals than any of the New England states themselves” (Farmer, p. 335).
These new Michiganders would form the character of Michigan life and culture for the next
century. “From Rhode Island to Maine and in all the New York counties bordering the Erie
Canal and the Hudson and Mohawk Rivers,” wrote historian Jackson (1926), “the popular
song was Michigania” (p. 9).
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Figure 10 Sources, Dispersal of Michigan’s Population from Various States, 1850-1880Note:
Compiled from the Sources and Dispersal of Michigan's Population, 1948, by A. D.
Perejda, Michigan History Magazine 32.
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Figure 11 Sources, Dispersal of Michigan’s Population from Europe, 1850-1880
Note: Compiled from the Sources and Dispersal of Michigan's Population, 1948, by A. D.
Perejda, Michigan History Magazine 32.
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Puritan Institutions
The life of a Michigan pioneer was one of continual hardship, a struggle to overcome
the challenges of the wilderness and carve out a life in the backwoods. Michigan was settled
by families and congregations who brought with them a repetition of the earlier “errand” of
their Puritan ancestors. The willingness of these pioneers to live under such arduous frontier
conditions and their vigorous efforts to establish a higher standard of living was due, in large
part, to their conviction that they were in a direct line with the Puritan elect and were to carry
the torch of their holy commission once again into the wilderness—the wilderness of
Michigan (Stevens, 1935). To do so, they believed, required the establishment of institutions
that would reflect their Puritan heritage and values. The Puritan ideal of the church and
school as constituting the fundamental institutions of society was a characteristic of early
settlements throughout Michigan (Michigan Historical Collection, 1896). In an editorial
written for potential emigrants, the Northwest Journal (April 1830) commented on the
“multiplication of schools, of places of worship, of religious teachers and the improvement of
the moral habits of the people.” The pioneers from New York and New England often
established schools for their children long before districts could be organized (Michigan
Historical Collection, 1896). Educational development was of such importance that many
communities took to “importing” teachers from New England (Hoffman, 1833, p. 198). In
the words of John Pierce, “No new state ever started into being with so many warm and
devoted friends of education as Michigan” (Fuller, 1918, p. 486).
The people of the Michigan territory brought with them the practices and points of
view of their earlier homes. The early Yankees sought to preserve their institutions of local
self-governance. The New York township system, a descendent of the New England town
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meeting, was transplanted in communities throughout Michigan. Townships were often
organized before counties and other governance structures were provided in the same region
(Fuller, 1918, p. 236). The jurisprudence of Michigan was also copied almost entirely from
that of New York and New England; probate, real estate, and criminal laws were nearly
duplicates of those developed in Massachusetts and New York. “If New York may be called
a second New England, Michigan may justly claim to rank as the third,” wrote historian
Fuller (1918) (p. 482).
Early Settlers in Michigan
In spite of their New York-New England roots, the new Yankee settlers were not as
homogeneous as initial appearances might suggest. Religious, socioeconomic, and
ethnocultural cleavages significantly influenced the formation of early Michigan’s social and
political institutions (Formisano, 1971). Michigan’s new population ranged from the
uncultured and almost penniless frontiersmen to the highly educated professional men, “the
monied class and the merchants, all of whom constituted the elite of the society” (Streeter,
1918, p. 2). The early Yankees tended to splinter into factions based on region of origin,
economic interests, and /or denominational affiliation (Streeter, 1918). Those who traveled
from the western portions of New York and New England were the products of two frontiers,
their ancestors having been the pioneers of New England’s frontier, and they carried this
heritage with them into the woods of Michigan. On the other hand, those who had been
raised in eastern New York and New England had been reared under the influence of wealth,
education, and family prestige (Streeter, 1918).
While socioeconomic issues would arouse many sympathies between the various
groups that settled in Michigan, it would be religious and ethnocultural linkages that
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provided the strongest ties and most divisive conflicts between the peoples who settled in the
new Territory. As political scientist Keys (1964) wrote, “in some degree cleavages that
involved the mass public are in terms, not conflicting attachments to issues, but of loyalties
to competing groups” (p. 60). An examination of, first, the socioeconomic divisions within
the state and, then, the religious and ethnic schisms will illuminate how this matrix of
economic, ethnocultural, and religious fissures shaped the development of the state in general
and educational policy specifically.
The majority of the early Yankee settlers came from western New York and tended to
be poor and modest farmers who were lured to Michigan by cheaper and more productive
farmland. In addition, they were joined by an array of moderately prosperous merchants,
craftsmen, mechanics, laborers, and even a few professionals who had been pushed westward
by the established commercial interests in the east. While it is highly unlikely that these
individuals would have identified themselves as lower or middle class economically, they
represented a range of peoples from the impoverished to the modestly prosperous. Clearly,
they understood that there were gradations between those who were poor and those who
possessed modest financial resources and that there were those who held great wealth;
however, the divisions between the lower and middle class were not as clearly drawn as they
would be a century later. Michigan was an agrarian society and still reflected an age of
individual self-sufficiency. These were ambitious men imbued with the traditions of the
Declaration of Independence, inspired by the freedoms of the wilderness, and cut loose from
the control of the conservative eastern influences. These pioneers sought to build a new
society on the foundations of individualism.
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Typically settling in the wilderness and small villages of the southern border areas
and the western and northern tiers of Michigan, these Yankee immigrants were attracted to
the Democratic Party, then dominated by the popular frontier ideals of Andrew Jackson and
inclined towards the ideas of popular sovereignty, political equality, and individual liberties
(Sebaly, 1950; Stevens, 1935; Streeter, 1918). If they viewed themselves as a class, it would
have been as a group aligned collectively in opposition to the eastern forces of
commercialized civilization. On economic issues—limited government, states rights, the
Bank War, tariffs, and currency—they aligned themselves with the Democrats (Formisano,
1971). Men of modest means, their sympathies were often with the debtor class, and they
sought to abolish imprisonment for debt and establish economic policies that served the
“common” man. To these farmers, craftsmen, mechanics, and laborers, the wealthy were the
“legitimate progeny of federalism,” and they wished to “defeat the machinations of the
aristocracy of wealth centered on Jefferson Avenue,” the business district in Detroit
(Calhoun County Patriot, June 6, 1838). From their perspective, all the commercial interests
wanted was “to make the rich richer and the poor poorer—to keep up the bankers and
manufacturers and put down the planters, farmers, mechanics and laborers” (Chicago Weekly
Democrat, 1844). “Shall the people rule,” reported the Niles Intelligencer (August 8, 1838),
“or shall they all be subjugated by a monied aristocracy?”
Rhetorically, the Democrats, who controlled state government in Michigan until
1854, opposed legislation that seemed to favor vested interests and promote a monopoly for
the wealthy. In reality, however, the Democrats pushed an aggressive plan of internal
improvements. During the 1835 Constitutional Convention, economic issues stirred little
controversy, with both the Democrats and Whigs deciding without disagreement to have the
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constitution enjoin the legislature to encourage railroads and liberal banking laws, not to
mention a canal from the Maumee River to Lake Michigan (Formisano, 1971). While
Democrats may have represented a poorer class than the Whigs, they were often poorer men
who sought to be rich themselves. Although they may have quarreled over how to manage
the economy and the role of the state in its management, they were as economically
opportunistic as the well-to-do they attacked as being elitist (Formisano, 1971). The most
strident economic conflicts that erupted between the Whigs and Democrats, and within the
Democratic Party, were not over whether the government should be active in the economic
affairs of the state, but were sectional rivalries over the allocation of resources for internal
improvements to the different regions of the state.
While these early settlers supported the establishment of public schools, they often
differed on the ends they believed these institutions should serve. For some, schools should
serve a leveling function. “Our institutions have leveled the artificial distinctions existing in
the societies of other countries,” declared Governor Stevens T. Mason (1837) in his first
address to the state legislature, “and have left open to everyone the avenue to distinction and
honor” (Pierce, 1874, p. 20). They perceived the selfishness and greed of a few as the cause
of social and economic inequalities and a threat to social order, not the actions of
government. Many of these settlers supported the state’s plans for internal improvement, so
long as these plans were developed democratically and all citizens would benefit.
They supported public schools, as they believed it was the state’s duty to ensure an
equitable society. Private institutions were distrusted, as they were believed to serve only
special interests. Their fear of the concentration of wealth and power in the hands of an
aristocracy contributed significantly to their egalitarian notion of schooling. These Yankees
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had traveled to the New World to escape religious persecution, fought a revolution to escape
the tyranny of the English Monarch, and witnessed the revolutions of Europe; they believed
that despotism was caused, as Governor Mason (1837) wrote, “by erecting a barrier between
the rich and the poor which can only be done by allowing a monopoly to the rich—a
monopoly of learning” (p. 24). Publicly financed and universal education was seen as the
only means to prevent the “concentration of wealth and power in the hands of a privileged
few…nothing will do it but the general diffusion of knowledge—all classes must be
thoroughly educated” (Pierce, 1837, p. 21). They saw education not as knowledge to be
hammered into the heads of children, or as utilitarian training to produce a skilled worker,
but wider in its scope and more than a revolution, which would, in time, fulfill the promise of
the American Revolution—universal equality. Schools that served an egalitarian end, from
their perspective, would bring down the divides between the rich and the poor and reduce the
threats to social stability.
For others, however, the divide between the rich and poor was the consequence of an
activist government that created monopolies and unfair advantages for a select few. Rugged
individualists, they were attracted to a Jacksonian ideology, which sought social arrangement
free from external influences. They advocated “equal rights, equal privileges, and the same
law for all” (Calhoun County Patriot, September 4, 1838). From their perspective, the origin
of despotism was a monopoly of talent created by the state, which consigned the common
folk to ignorance and secured for the rich and powerful the balance of knowledge. They
believed “this monopoly should be broken up, and that the means of equal knowledge should
be rendered by legal provision, the common property of all classes” (Perkinson, 1995, p. 21).
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These farmers and laborers offered their support to public schooling only if these
institutions were made available to their children in a manner that they deemed appropriate.
They saw education as a pathway to pursue individual interests—a means to improve their
social standing and earn a living. Schooling was seen as an extension of the home and, as
such, should be locally controlled. In their agrarian world, schooling was centered on their
personal worldviews and the economics of the farmstead. From their perspective, these
country schools were to provide the tools to enhance rural success and promote the welfare
of their rural communities. A little schooling, along with boarding-out or an apprenticeship,
would more than adequately prepare their sons and daughters for make a living. As members
of the local school boards, these rural families saw schooling as a means to discourage the
“wrong” kind of community beliefs and values (Theobald, 1990). Their localist sentiments
caused them to resent someone from outside their communities telling them what was in the
best interest of their children and communities.
These pioneers tended to be ambivalent about schooling. Embedded in their
educational philosophy was a streak of anti-intellectualism. In part, their esteem for the
common sense of the “common” man was higher than it was for the pretentious knowledge
of the educated man. They saw dictates from a central authority as an attempt to manipulate
knowledge to the advantage of the elite and to prescribe to them how they should run their
lives and structure their communities. As early Michigan historian Van Buren (1889) noted:
There were then but few trades and vocations, and less diversity of labor
than we now have. Life was simpler then, and it required less knowledge
to equip one for its trades, professions and business than it does for those
today…the curriculum of the common schools embraced fewer studies….
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The primary school was of the greatest importance to a community then,
for it was all the school a township or a village had, and must answer all
the educational purposes and wants of the entire people this side of
college. (p. 288)
While the former group of settlers sought an equality of conditions through an
egalitarian educational system, this group believed that education was the private
responsibility of parents, and while the state should ensure equal access to educational
opportunities for all classes, they questioned the appropriateness of providing “free” tuition
to all students. For many it was seen as heresy to confiscate a part of one man’s property for
the education of another man’s child. The security of liberty and the existence of a free
government were built upon the protection of individual autonomy and the state should
neither hinder nor promote any special interest. In reality, however, the desire of these rural
settlers to run their own schools in a manner they deemed appropriate was an attempt to
secure for themselves the ability to manipulate local institutions so that they reflected the
values and beliefs of their community. The melding of their economic views with their
localist cultural and religious views will be more thoroughly developed in the next section of
this chapter.
A much smaller portion of the population migrated from New England proper and
eastern New York. These emigrants represented the “monied” class, large landowners, and
the businessmen who saw in Michigan the opportunity to exploit the rapid appreciation of
land and the potential for economic growth in the new Territory (Stevens, 1935). These
monied men settled primarily in east-central Michigan. For the most part, they represented
the Puritan “Old Lights” who viewed the Jacksonian common man philosophy as a call to
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mob rule. They opposed the Democrats whom they viewed as representatives of alien
populations that threaten the very fabric of American social and economic stability. These
conservative monied men found a home in the Whig Party, which was formed in Detroit in
1834 by a group of businessmen to oppose the assumption of power by Jackson, the
appointment of outside favorites to political positions in the Michigan Territory, and the
“demagogic methods” of the Democrats (Streeter, 1918, p. 6-7). The Whigs sought to oust
the Democrats whom they believed lacked the “common characteristics of sobriety and to
elect in their place a more intelligent and capable set of men” (Detroit Advertiser, August 7,
1837). In a letter to his son, William Woodbridge (1835), a prominent Michigan Whig,
wrote:
For whoever heard that good had resulted from setting a blacksmith to
mend watches with a sledge hammer, or setting a band of thieves to frame
a code of morals?…Just so absurd is it to set Andrew Jackson to work to
improve the monied concerns of the Union and to create a new and
improved currency. (p. 116)
These men of commerce endorsed a public policy that supported the use of both the state and
federal governments to supply the needs of a developing economy. They eagerly supported
legislation designed to unleash capitalistic enterprise and to promote the expansion of
economic life (Formisano, 1971).
In addition to supporting policies that improved the economy for commercial
interests, they believed it was the state’s responsibility to ensure the continued stability of the
existing social order and to advance the institutional authority of those best suited to govern.
They believed that the moral failings of the individual, especially those who occupied the
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lower ranks of the social hierarchy, produced communal disorder, which in turn threatened
social and economic stability (Perkinson, 1995). Social stability, from their perspective, was
critical to the economic progress of the new nation and their continued stewardship of
America’s destiny. They regarded those of foreign birth and the poor (often one and the
same) as a reckless and ignorant class that demanded action by all true Americans. In a letter
to William Woodbridge, George W. Wisner (1837) wrote:
Is it not better for us to make a bold appeal to native Americanism, get up
a storm of passion and sweep the scoundrels from the country? Will they
not overwhelm our country in a few years? And ought we not meet the
danger now while we can master it?…. [a] lawless democracy will seize
this country in less than 20 years unless it be put down immediately. Now
the question is, what shall we do? Submit? No, by heaven, we cannot
submit. (p. 156)
Rather than see the country overrun by this menace, they saw education as the
solution to the threats faced by society. They sought to use schooling to combat the moral
depravity they saw in the lower classes and non-Yankee populations and address what they
perceived as a declining culture. Schooling, from their perspective, could not reach those
children most in need of moral indoctrination unless it was universal. For many of these
wealthy businessmen, schools were another form of internal improvement that would foster a
stable and productive work force, reduce crime, and generally promote economic growth.
This “common man” education, however, was not intended to assuage social
distinction nor protect the rights of those who did not share their social or economic
ideologies. Their educational designs were established to protect themselves from the
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heathen rabble that in every “new revolution” wrote the Reverend Pierce (1837) “ends with
the lives of those who formerly administered the government”—the elite (p. 17). While their
many benevolent societies meant to help the poor, they did not intend to elevate the poor. By
education, they meant an education grounded in their worldview and extolling the virtues of
a hierarchical way of life. Social harmony was obtained when everyone understood his or her
place in the social order. For them, public education, wrapped in a veil of egalitarianism,
gave them an opportunity to establish a universal system of public schooling that would
appeal to the underclass, and if it did not completely indoctrinate the youth in their
worldview, at the very least it would provide a degree of uniformity and promote a stable
society over which they would retain control. Not all members of the wealthy class, however,
were supporters of publicly funded schooling. For some, schooling was an individual
responsibility and, as such, they were not interested in providing tax dollars for the support of
another man’s child. For others, an overeducated lower class, who would no longer be
willing to perform the menial work required in society, caused them great concern. Whatever
schooling was to be provided, from their perspective, should be minimal in content and
pedagogically focus on making these students aware of their proper place in life.
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Wealthy Merchants and Commercial Class
From New England proper and Eastern New York
Whigs
Government support and promote economic growth.
Feared
schooling
for the
poor.

Schooling to
control the
poor.

Conservatives
Individualists who opposed
government interference: Schooling
individual responsibility, gov. support
without control.

Radicals
Feared Aristocracy of the Wealthy:
Government to protect "all" citizens.
Schooling should be
egalitarian and create mobility.

Poor Farmers and Laborers
From Western New England and New York
Democrats

Figure 12 Divisions within the Protestant Population in Michigan
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While the Yankees made up the largest portion of the population, it would be
inaccurate to suggest that other populations that made their way to Michigan, or were already
residents when the migration from the northeast began, were inconsequential. The vast
majority of the non-Anglo populations were Irish and German who sought to resist attempts
to impose Anglo-Puritan ideology and make Michigan a part of a greater Yankee imperium
(Formisano, 1971). Given the nativistic tendencies of the Whigs, these groups, who were
typically poor, tended to support the Democratic Party and supported policies that limited
Yankee hegemony and helped preserve their cultural values and beliefs. These emigrant
populations had been sufferers of political and social inequalities in the Old World and were
eager to align themselves with those who saw it as their mission to destroy the power of the
aristocratic class and democratize America for the common man (Streeter, 1918). By
defining many of the conflicts in Michigan along socioeconomic fissures, the Democrats
were able to graft together a political coalition that opposed what they deemed an elite
economic party that sought to usurp the rights of the common man for the advantage of the
well-to-do. This appealed not only to those “foreign” to the dominant Yankee settlers but
also to those Yankees who saw themselves as members of the common class and in conflict
with those who were well-off.
Schooling for these immigrant populations, like many members of the lower and
middle classes, was seen as a means for their children to do better than they had. Yet a lot of
fancy book learning, especially if it reflected Yankee culture and did not prepare their
children for the world of work, was not highly esteemed. They believed that educational
opportunities were necessary for them to share in the economic bounty offered in their new
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country. However, schooling was to be a local affair in which they controlled the curriculum.
They resisted schooling that forced them to abandon their languages, cultural values, and
beliefs.
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Table 3
Democrats
Jacksonian Democrats – First in State
Origins

Western NY / some NE / Foreign Born

Location

West-Central Counties

Characteristics

Leadership: Lawyers, Small Farmers, Political Appointees

Religion

•

Poor & Uneducated Classes

•

Foreigners in Towns & Cities

Methodist Episcopalian / Wesleyan
Baptists
Quakers
Mormons
Roman Catholics
German Lutherans

Policies

Elaborate plan for internal improvements
Banking Act
Universal Suffrage
Favored Ohio Compromise

Education Policy

Expansion of schooling – develop the state’s economy

Notes: Would split into three factions in the 1840s

Conservatives Democrats

Radicals Democrats

Origins

New England / Eastern NY

Origins

Western NY / Foreign Born

Location

Southern Border Counties

Location

Western & Northern Counties

Characteristics

Small Farmers

North – East Counties
West
Characteristics

Merchants
Landowners

Modest Merchants

Lawyers

Laborers
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Debtor Class
Foreigners
Religion

Methodist Episcopalians

Religion

Methodist Wesleyans
Baptists
Quakers

Notes: Roman Catholics, German Lutherans & Mormons aligned with conservative Democrats on issues related to
slavery and independence of schools. On issues related to voting rights and state regulation of Protestant moral
standards, they aligned with the Radical Democrats.
Policies

Education Policy

Opposed Universal Suffrage

Policies

“anti-everything”

Opposed Ohio Compromise

Hostile to charter banks and

Favored internal improvements

monopolies.

for local regions

Individualistic philosophy

Government support of Protestant

State enforce some Protestant moral

moral standards

standards

Opposed tariffs

Opposed tariffs

Favored annexation of new

Opposed annexation of new territory

territory

Anti-Slavery / abolitionists / opposed

Anti-slavery- Popular Sovereignty

spread of slavery to new territories

Favored State support of

Education

Favored State support of education

education and state control.

Policy

not state controlled education.

Schools should pass on Protestant

Some saw schooling as a tool for

moral values.

providing social mobility –
egalitarian

Notes

Some would join with Whigs to

Notes

Strong abolitionists would join with

form States Right Party 1836.

Abolitionist Whigs to form Free Soil

More conservative members

Party in 1848, the Free Democrats in

joined Whigs.

1852, and finally the Republican

Controlled state until 1850.

Party in 1854.
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Western Democrats
Origins

Western New York

Location

Western Counties

Characteristics

Small Farmers
Rural Pioneers

Policies

Poor tended to align with the Radicals, Wealthier tended to align with Conservatives…Split
over issues relating to “who” benefited from internal improvements…believed the eastern
portion of state benefited more (unfairly) from state support.

Education Policy

Supported state support of education not state control- localism. Rugged individualists –
schooling still individual responsibility. Were not interested in schools providing a lot of
book learning.

Religion

Notes

Conservative

Radical

Mormons

Methodist Wesleyans

Roman Catholics

Baptists

German Lutherans

Quakers

While the western faction was the strongest of the regional factions, other regions also split
away from party when they saw their local interests not being served by the state.
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Table 4
Whigs
Conservatives
Origins

New England / Eastern NY /

Radicals
Origins

Western NY / some NE, eastern NY

Location

Cities & Country Towns

Virginia
Location

Cities & Towns
Central Tier

Central Tier
Southern Border Counties
Some in NE & Western Counties

Characteristics

Old Money

Characteristics

Large Land Owners

New Wealth
Young Lawyers

Business Men
Wealthiest Class
Policies

Anti-Alien

Policies

Anti-Alien

Federalist

Federalists

Internal Improvements for

Localist Internal Improvements

Business

Opposed “Old Guard”

Favored tariffs to protect

Opposed tariffs as they increased costs to

business interests

farmers & laborers

Opposed annexation of new

Opposed annexation of new territories:

territories: unconstitutional,

unconstitutional, extended slavery.

extended slavery.

Anti-Slavery- Abolitionists

Anti-slavery- Unionist
Education

Schooling was an individual

Education

Schooling was an individual

Policy

responsibility.

Policy

responsibility.

What public schooling was to be

Public schooling should promote

provided should be limited and

appropriate “American” norms and values

transmit appropriate Puritan

and contribute to the economic
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norms and values
Religion

Presbyterians

development of the country.
Religions

Radical Congregationalists

Notes

Anti-slavery segment of faction split to

Conservative Congregationalists
Episcopalians
Notes

Most conservative elements
would attempt to form native

form third party- Liberty Party in 1843

American Party in 1844.

Would join with some abolitionist

With formation of Republican

Democrats to form Free Soil Party in

Party in 1854, most conservative

1846, the Free Democrats in 1852, and

elements of Whigs formed

finally the Republican Party in 1854

Know-Nothing party opposed to
alien and Catholic threats.
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To define the conflicts that shaped the formation of the earliest institutions in
Michigan as simply a contest between the rich and poor, haves and have-nots, is too
simplistic and does not adequately explain why there were well-to-do members of the
Democratic Party or why men of little or no wealth supported the conservative Whigs, often
against their own economic interests (Formisano, 1971). The economic arrangements in
Michigan and the conflicts these arrangements gave rise to were embedded within the
cultural worldviews brought to the state by the various populations that settled in Michigan
early in the nineteenth century.
The cultural sphere is not merely a reflection of economic practice; rather economic
arrangements are a part of a complex set of relationships between the norms, values, and
social dispositions held by various subcultures within a society and the more fundamental
conflicts that arise between these subcultures. It is within the cultural beliefs of subcultures
that we find the taken-for-granted assumptions—the most elemental facts about a society—
that form the mechanism for legitimizing economic arrangements. Religion and ethnicity
shape the basic orientation to self, society, and institutions, providing common group
dispositions—assemblages of shared meanings and practices—which make social reality
understandable (Formisano, 1971; Apple, 2004; Niebuhr, 1929). The conflicts over the
allocation of goods and resources take on symbolic importance, become the battleground for
rival cultural interests, and have significance as an aspect of broader cultural conflicts. Social
cleavages in Michigan—ethnic and religious conflicts—tended to blur class antagonism as
cultural conflicts cut vertically through socioeconomic strata and often dominated the public
debate over the proper role of education. Divisions between Protestants and Catholics,
churched and unchurched, Anglo and non-Anglo, and conservative Protestants and liberal
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Protestants more clearly shaped the discourse of conflict in Michigan, and the concomitant
policies and institutions that arose from these conflicts, than did narrow economic interests
(Formisano, 1971). The intensification of cultural conflicts that pervaded the sociopolitical
milieu in Michigan beginning in the 1830s, perhaps more than any other, contributed to the
development of the state’s educational institutions. It is to the alignment of these various
cultural groups that we will now turn our attention.
Religious Divisions
As has been described, the Anglo-Protestants from New England made up the largest
ethnic group in Michigan. To suggest, however, that their frontier religious experience was
one of relative homogeneous Protestantism is to ignore that there was a great deal of “strident
sectarian competition among Protestant denominations” (Faragher, 1986. p. 169). While they
shared a common Puritan heritage, denominational affiliations often divided the Yankee
Protestants. Reflecting the “Old Light-New Light” divisions of the Great Awakening in the
eighteenth century, the Protestants of the nineteenth century divided along a schism between
Old Light Puritans—conservative Protestants and New Light liberal Protestants.
In general, conservative Protestants tended “to think in terms of the ‘oneness of life’
and to disregard popular distinctions between that which is religious and that which is
secular” (Formisano, 1971, p. 138). Composed theologically of Presbyterians,
Congregationalists, Baptists, and some Episcopalians, they tended to support Whigs who
endorsed a public policy that supported the use of government to enforce moral behavior;
they desired a society unified by a shared moral code, a homogeneous Christian
commonwealth. As historian Formisano (1971) wrote of these conservative Protestants:
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Norms and values existed independently and absolutely…law should
require community conformity to objective criteria. Drawing a rigid line
between government and society had no place in their thinking. They
tended to see one as the expression of the other. Whigs valued society over
free expression of the individual…their vision of society was…an
historically and cultural rooted vision of an organic society with specific
ethnocultural and religious traditions. (p. 127)
Americanism, for these “Old Lights,” was synonymous with Protestantism. “All that
we prize,” wrote the editor of the Whig newspaper the Detroit Journal and Courier (July 15,
1835), “in the blessing of equal rights and…freedom of opinion in politics or religion is the
result of Protestantism.” To conservative Protestants, Catholics, foreigners, liberal
Protestants, and Democrats represented a subversive threat to a Puritan republic (Formisano,
1971). In 1835, the editor of the Detroit Journal and Courier (July 15) warned that the
foreigners and Catholics were the “chosen instruments of the demagogues to strengthen and
perpetuate their ruinous influence over the people of this country.” Conservatives believed
they stood against all those influences destructive to Anglo-Protestant models of behavior.
As defenders of Christian civilization, they perceived themselves to be in a battle between
good and evil, and insisted, “all who were not with them were against them” (Formisano,
1971).
Conservative Protestants saw themselves as God’s stewards chosen to be their
brother’s keepers. It was not seen as inappropriate, wrote Superintendent Oliver Comstock in
1844, for the reins of social control to be held by the “Divine author of the Bible,” and to
teach “its precepts…to the young…to educate them in the nurture and admonition of the
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Lord” (p. 16). One hundred years earlier Jonathan Winthrop (1630) had preached to the
forefathers of these Puritan Yankees, “Wee shall build a citty upon a Hill, the eies of all the
people are upon us” (p. 295). These words still rang true for the evangelical immigrants to
the Michigan Territory. As God’s chosen people and a beacon of righteousness to the world,
the heirs of the Puritan mission in the New World placed their faith in education as the
institutional means to fulfill America’s transcendent destiny. “Without education,” wrote
Pierce (1836), “the fairest fabric ever reared in the long march of time must tumble into ruin;
and its name and memorial become and remain a by-word, a hissing and an astonishment to
the nations of the earth…. It is therefore to be viewed as a general instrument of good, an
instrument by which man may have the dignity of co-operating with the all-wise, all-perfect
and benevolent Creator” (p. 36-37).
They believed that a division of labor and a hierarchy of peoples was the reflection of
an ordained natural order. Education was to preserve the present, thereby conserving the
future and their destiny as the children of Israel (McKnight, 2003). The fulfillment of their
Puritan destiny could only be secured through the moral vigilance of the individual and an
understanding of a single transcendent truth as expressed by their theological and intellectual
leaders.
The concept of their educational institutions was built upon what Kaufman (1999)
and McKnight (2003) labeled as “institutional individualism,” a concept that asserted that the
individual was an embodiment of his communal existence and subordinate to communal
solidarity. The good of each was bound up with the good of all—the transcendent destiny of
the Puritans (Barton, 1944). Even their secular commitment to thrift, sobriety, diligence, and
industry was an extension of their conceptualization of salvation and their belief that status
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and fortune were products of a divine order. From the earliest times, they viewed school
keeping as a natural extension of the pulpit and within the prerogative and power of the
churches and ministers (Mattingly, 1975). As historian McKnight (2003) noted, “The
vocations of minister and schoolmaster were symbolically and often literally considered as
one and the same” (p. 55).
Although most members of Michigan’s economic elite tended to align with the Whig
Party, and the majority of Whigs were conservative Protestants, many supporters of the Whig
Party were in fact from the middle and lower class. Given the relatively small size of the
economic elite’s population in Michigan, the Whigs could not have sustained themselves as a
major party without support from thousands of “common men” (Formisano, 1971). In the
1840 election, more than 84 percent of Michigan’s potential voters went to the polls. Of the
44,350 votes cast, 51.7 percent went to the Whigs. Clearly, a majority of these voters
represented individuals from something other than the upper class (Formisano, 1971, p. 47).
While the Whig Party may have been dominated by Yankee elites, a significant number of its
supporters were not well-to-do; rather they shared a common allegiance to a PuritanProtestant philosophy promoted by Whiggery.
New Lights, or liberal Protestants, represented a wide variety of Protestant
denominations who shared much of the same piety as their more conservative Protestant
brethren. In general, though, the more liberal Protestants fostered a more compartmentalized
type of religious belief and experience (Formisano, 1971). These individuals were inspired
by the Second Awakening’s Arminian doctrine of individual access to salvation through
good works. Their sin-salvation theology emphasized individual choice, and consequently
they were not compelled to seek a moral society through government (Formisano, 1971).
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Social action was guided by their belief that their task was one of changing the individual
who, in turn, would change society.
Spread throughout the countryside by circuit preachers, the poor farmers and
backwoodsmen found the doctrine of free grace preached by these fiery circuit riders more
attractive than the complex and ascriptive theologies offered by the Presbyterians and
Congregationalists. The doctrine preached to the pioneers throughout the vast frontier of
Michigan appealed to the venturesome settlers who were filled with the spirit of
individualism (Pilcher, 1878; Trowbridge, 1909). Ecclesiastical authority, as presented by the
conservative Protestants, from their perspective, seemed antithetical to their belief in a
doctrine of salvation that preached whoever would come could be saved (Formisano, 1971).
The Methodists were the largest of the liberal Protestants and represented the largest
denomination in the state (Formisano, 1971). Although Methodists were not uniformly poor
or lower class and many individual Methodists were prosperous, given its frontier character,
it was viewed by many of the conservative Protestants as a low-status religion. As a religion
of the disposed, Methodists, like many of the other liberal Protestant denominations, tended
to be viewed as being aligned with the poor and underclass and consequently subversive to
the conservative’s vision of the American way (Formisano, 1971). From the conservative
Protestant perspective, the Methodists lacked the appropriate piety and fear of God as they
were guilty of embracing those who traveled through the cycle of backsliding and then
“getting religion” at a revival meeting.
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Table 5
Religious Denominations in Michigan (1880)

% Population Denomination
4.5
Methodist

No. Ministers No. Members
824
73,121

2.0

Baptist

412

33,645

1.7

Lutheran

124

27,754

1.1

Presbyterian

178

17,814

1.0

Congregationalist

204

17,044

.6

Protestant Episcopal

90

10,232

Note: Complied from the Statistical atlas of the United States, by F. W. Hewes and H.
Gannett, 1885, New York: Charles Scribner’s Sons.
The laissez faire, anti-aristocratic (which was often equated with conservative
Protestants), and individual liberalism of the Democratic Party attracted many of the liberal
Protestants who believed that government should free the individual and valued individual
liberty over communal interests. They believed that the “cultural imperialism” of the
conservative Protestants was a “holy enterprise of minding other people’s business”
(Formisano, 1971, p. 160). They opposed Puritan authoritarianism, insisting that matters of
religion were personal and equated any man appointing himself judge over other men’s
conscience as bigoted and intolerant. “We regard,” wrote the editor of the Detroit Morning
Post and Craftsman (1839), “a man’s religious beliefs as concerning only himself and his
maker.” While the Protestants who supported the Democratic Party represented a wide
spectrum of the socioeconomic classes in Michigan, including many Episcopalians who
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tended to be wealthy and conspicuous among the upper class, the party’s use of classconscious rhetoric only served to solidify the image of these Protestants as radicals.
Not all Protestant denominations supporting the Democratic Party shared a liberal
theology. Some, in many ways, were as conservative as the Protestants in the Whig Party.
However, as was the case with the Dutch Reformists and German Lutherans, the nativist
sentiments of the Whigs left them with few alternatives than to support the Democrats.
Groups who saw themselves as outsiders (Universalists, Quakers, Unitarians, Campbellites,
and Mormons) and the goals of the conservative Protestants as threats responded to the antiaristocratic rhetoric of the Democratic Party. From their perspective, the conservative
Protestant’s call for a Christian party threatened the laissez faire order supported by the
Democrats, which by design or neglect, tolerated their diverse theological persuasions
(Formisano, 1971). This permitted the Democrats to create a fragile coalition of
denominational groups from 1835 to 1854, who rejected the moral society that the
conservative Protestant promoted through Whiggery (Formisano, 1971).
In education, the denominations that stood in opposition to the more conservative
Protestants were no less concerned about the hegemony of their religious doctrines than the
conservatives were. They were eager to accept state financial support for their schools.
However, they sought the freedom to organize the curriculum in their schools in a manner
that reflected the theology of their religious persuasions. These groups were often the most
vociferous in their demand for the state support of private church schools. Much of the
criticism of the University of Michigan’s monopoly of higher education and the State
Legislature’s refusal to grant “degreed charters” to denominational colleges came from these
groups. The Methodists were perhaps the most vocal, proclaiming in a conference report:
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We are compelled to fear that it [the University] is so defective in those
moral and religious restraints and influences which ought always to be
thrown around students of literary institutions, that it can not be patronized
by our citizens without imminent peril to…those youth who may be sent
there. (In Ten Brook, 1875, p. 223-224)
All of these Protestant groups, the rich and the poor, the liberal and conservative,
however, saw their notions of public education as a Puritan legacy and consequently were not
as disposed to extend the opportunity to determine the purpose of education to those citizens
they viewed as alien to the tenets of Puritan theology, especially Catholics. While the liberals
and their conservative brethren would differ on issues of doctrine and desired to have their
denominational canons serve as the foundation of educational policy, these conflicts could be
obfuscated in the face of an alien threat. Implicit in their shared social conservatism was the
ascription of the nation’s and state’s problems to the moral decay of society brought on by
peoples who did not share their Puritan heritage. Only the moral authority of the “Puritan
errand”—God’s Holy commission—could control the seething passions of the otherwise
unrestrained alien populations. Connecting to the needs, fears, and hopes of the various
Puritan-Protestant settlers they were united in their desire to create an integrated moral
community bound together by the values and beliefs of Protestantism. As historian McKnight
(2003) described, “The symbolic function of the errand emerged as the one legacy of the
early Puritan culture, a legacy that would supply the consensual basis for all the seemingly
different moral discourses struggling over the future of America” (p. 39).
The strongest religious conflict occurred between the Protestants, especially
conservatives, and Catholics. The Catholics represented not only a theology that many
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Protestants found immoral, they also represented populations that were non-Anglo—the
Irish, Germans, and French. While Catholics made up less than ten percent of the population
and foreigners no more than 15-20 percent of the population (Formisano, 1971), it was feared
that these “foreign paupers” and “Catholic mobs” had come to overthrow American
Puritanism (Detroit Journal and Courier, August 19, 1835). Because Democrats tended to be
pluralistic, secular, and non-authoritarian in morals and religion, Catholics and foreigners
responded enthusiastically to the Democratic Party (Formisano, 1971). Whigs often accused
Democrats of pandering to Catholics and foreigners for political gain.
However, efforts to extend suffrage rights to these immigrant populations in the 1835
Constitutional Convention would stir intense conflict and expose the tenuous coalitions
formed by the diverse subcultures within the Democratic Party. The Journal and Courier
(August 19, 1835) accused the Democratic demagogues of seeking to sell American
birthrights to “fugitives from justice, ignorant beings besotted with vice. Party
demagogues…are holding out every encouragement to the vilest of the outcasts of Europe, to
swarm upon our shores, take possession of our polls and control our elections.”
Consequently, conservative Protestants within the Democratic Party would align with the
Whigs in opposition to aliens being granted the right to vote and a narrowed version of
suffrage rights would be passed by the convention. As a result, there was always an uneasy
tension between the native Protestants, and the foreigners, and Catholics within the
Democratic Party.
Not only did these outsiders view themselves as a disenfranchised population
politically, but they also viewed themselves as outsiders to the educational system then being
formed in Michigan. In neither the first nor the second Constitution of the State did the
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article on education refer to religion or to moral or religious instruction. In fact, the
Constitution forbid taxation for the support of ministers or teachers of religion and declared
that no money could be drawn from the state treasury for the benefit of religious societies or
theological or religious seminaries. Although educational leaders in the state claimed that the
public schools should be nonsectarian and teach no religious doctrine, the foreign
populations and Catholics saw, within the public school structure then being created,
fundamentalist Anglo-Protestant values running through the whole system. While the
Protestant leadership of public instruction was willing to develop in schools a form of
“Protestant secularism” if this meant that the public schools would attract the populations
they wished the common schools to reach—foreigners, the poor, and Catholics—these
outsiders viewed this rhetoric for what it was, a demand for them to abandon their foreign
customs and values. In 1840, then Superintendent of Public Instruction Franklin Sawyer, Jr.
(1840), in his report to the State Legislature, captured the rhetoric many foreigners sought to
resist:
It is undoubted policy of every State in the Union, so to frame its system
of public instruction, as not only to educate its own native born children,
but to Americanize, both in intellect and feeling, every child of a foreign
stock, that in the Providence of God, is brought to our shores, to become a
part of its society. No encouragement should be given to parents
constituting portions of our Republic, under such circumstances, to
educate their offspring through any other medium than the common
language; but on the contrary, all conceivable inducements should be held
out for them to keep their children at the public schools….(p. 73)
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These groups, however, had often traveled to Michigan as communities settling
together in order to establish their own institutions as they saw fit, including schools. While
they demanded state support for their schools, they wished to retain control over the
curriculum taught in these schools. They believed that instruction should be presented in their
native language and organized around the tenets of their religious persuasion. They resisted
any attempts to subvert the purposes for which they sought to have their children educated.
They argued that they were being taxed to support schools that they could not
conscientiously allow their children to attend (Putnam, 1904).
Failing to resist what they viewed as an encroachment on their rights as parents, they
opened their own “private” schools. In the First Plenary Council of Baltimore in 1852, every
Catholic parish in the nation was urged to establish its own schools. Even prior to that in
1843, Sister Theresa Duchemin came to Michigan to establish Catholic schools throughout
the state. When laws were passed in the 1840s requiring that all instruction in public schools
be presented in English, other foreign groups sought to establish schools outside the public
school system. They argued that because of the differences between the many cultural groups
in the state, it would be impossible to educate the children of such differing parents together
without doing great harm to some or all of them (Putnam, 1904). The parents of these private
schools sought to end the policy of double taxation, a policy that taxed them to support the
public schools while, at the same time, they were paying for the schooling of their own
children in their own schools. They believed that the schooling funds should be distributed to
all schools, not only those designated “public schools” by the Protestant leaders of the
“public” system. They argued, “Schools can be free only…[if] in all cases the parent is left
free to choose the teacher to whom he will entrust the education of his child…. Schools
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established on such principles are what your petitioners understand by free schools” (in
Putnam, 1904, p. 216). They were unsuccessful in these efforts and by 1853 it had been
established that schooling “outside” the established public system would not receive funding
from the state.
The last group to be discussed does not represent a formal subculture but is often a
group that, when considering the impact of religious-cultural affiliations on public policy, is
ignored in historical investigations. This group may be what political scientist
Schattschneider (1975) meant by the audience, the “spectators” who often determine the
outcome of social conflict. Historians Latner and Levine (1976) have estimated that nearly
50% of the population in Michigan was unchurched. In addition, studies that have examined
the number of churchgoers in Michigan have been unable to measure the intensity of the
unchurcheds’ religious beliefs, a matter of considerable importance since indifferent church
members would be less attuned to denominational tenets than serious churchgoers (Latner
and Levine, 1976). One cannot know with any accuracy what forces shaped the lives of these
citizens. However, simply imposing the goals pursued by well-organized groups in society,
or powerful individuals, wrongly extends the issue-orientation of limited segments of the
population to all of it (Formisano, 1971). Historians have often failed to confront the reality
that large portions of the population do not have substantive beliefs, even on issues that have
formed the basis of intense conflict and controversy for substantial periods of our history
(Converse, 1964 ). Consequently, a significant segment of the population may have been
indifferent to the sectarian conflicts of the times and, also, the public policies that emerged as
a result. Most citizens were likely to be ambivalent regarding educational policy.
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Figure 13 Faith Based Divisions among the Michigan Population
To suggest that a single characteristic determined how various groups would align on
social and cultural issues, economic policy, governmental powers, and responsibilities and
other matters that challenged the new state would be an oversimplification. This would fail to
consider in context the full range of competing loyalties and influences to which an
individual was subjected. While political preferences were dominated by religious and ethnic
identity, an understanding of the variety of influences that shaped social and political
behavior must also consider such factors as status, class, and localism to fully appreciate the
complexity of the conflicts that shaped the early institutional forms in the new state. The
growth of political factions throughout Michigan between 1830 and 1854 demonstrates a
pronounced lack of any ideological unity. As historian Streeter (1918) wrote in his history of
political parties in Michigan, “the name Whig and Democrat represented an idea rather than
an actuality” (p. 23). The tensions over educational policy in Michigan would erupt along a
matrix of divisions that would break within the various Protestant denominations, between
Protestants and non-Protestants, along class and status divides, and between regions. What is
most significant about these socioeconomic and cultural groups is that they did not function
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as fixed forces operating free and equal in competition as has been suggested by some
historians. Rather, these cleavages would serve as the axis along which the nature of conflict
in Michigan would be defined. “What people can do,” wrote political scientist
Schattschneider (1975), “and what they cannot depends on how they are divided” (p. 61).
Shifts in alignment over socioeconomic and cultural conflict would simultaneously divide
some while uniting others (Schattschneider). As various factions within the state vied for
power, they would simultaneously seek to define the axis upon which the nature of conflict
was defined. Consequently, these realigned cleavages would create new allocations of power.
It is little wonder then that often the most vociferous clashes were over procedural issues—
the structure of participation—rather than policy issues. The determination of who could
participate and how they could participate in the choice of conflicts that would dominate
public policy was, as Schattschneider (1975) described, “the supreme instrument of power”
(p. 66). The conflicts over the ends to be served by the new educational system established in
the state would bear witness to these social and political cleavages and the shifting
denominational and socioeconomic coalitions. An understanding of these shifting cleavages
is instrumental in understanding the organizing biases of the institutions established in the
state.

By manipulating the axis upon which conflict
was defined various coalitions could be formed
and thereby dominate policy. By their dominance
in the wealthy class, the Protestants were successfully
able to define conflict along cultural fissures and
consequently organize out other social conflicts
that would have threatened their control of the state.
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Given the intensity of the conflict over the purpose of education, it is not surprising
that the determination of the appropriate methods for the training of teachers should become
entangled in this fight. “Inasmuch as men disagree on the ends and means of education,”
wrote historian Cremin (1965), “they will inevitably disagree on the preparation of teachers”
(p. vii). For the conservative leaders of education in Michigan, schooling for the masses was
perceived as a moral process; consequently, they stressed individual character in teachers—a
theological pedagogy. The less prosperous laborers and farmers, on the other hand, did not
dismiss the moral component of schooling but emphasized the practical necessities of
instruction and looked to teachers to efficiently provide the skills and academic knowledge—
a practical pedagogy—necessary to provide an education that would allow their children to
share in the opportunities offered by the growing Michigan economy.
Early Efforts at Schooling
The older established settlers, who were predominantly French, did not embrace these
newly arriving populations. A French editorial appearing in The Detroit Gazette in 1817
warned that “in little time there will be in this territory as many Yankees as French, and if
you do not have your children educated the situation will all be given to the Yankees” (in
Ten Brook, 1875, p. 94). The notion of education as an instrument to preserve preferred
political and religious patterns did not escape the new inhabitants, who were slowly gaining
political power as their numbers increased. Their New England heritage was built upon a
concern “for maintaining a way of life” and schools were seen as a “means to that end”
(Rippa, 1997, p. 36).

227
Horace Mann, New England’s most vocal spokesman for universal free education,
declared in the early nineteenth century that the “cheapest means of self-protection and
insurance…for the protection of all the rights of person, property and character…[is] a sound
and comprehensive education” (in Jones, 1952, p. 99). The Rev. John D. Pierce, the first
Superintendent of Public Instruction in Michigan, would echo these sentiments when he
wrote to the Territorial Legislature in 1837, “There is and can be no security of individual
rights, persons or property, except in an educated and virtuous community” (Pierce, 1837, p.
17).
While an early effort to establish such a system was attempted in 1809, with a sparse
population and no organized authority to enforce the establishment of schools, little came of
this effort. A second attempt, on a grander scale, was organized in 1817 by Judge Augustus
Woodward and the Territorial Council. The plan was to develop a Catholepistemiad—
University of Michigania—modeled after the University of Paris and the French nationalized
system of education.
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Woodward’s plan was almost certainly influenced by his relationship with Thomas
Jefferson. Educated at Columbia College, Woodward, a lawyer and former teacher, had
resided in Washington where he was on intimate terms with the third president. Woodward’s
appointment as a judge of the Michigan Territory came about because of his friendship with
Jefferson (Dunbar, 1935; Peckham, 1994). Both men were well versed in the classics and, as
was the characteristic of the age of “enlightenment,” deeply interested in science and
education. The French influence, which set in during the course of the Revolutionary War,
significantly influenced the educational philosophy of both men. In Jefferson’s Bill for the
More General Diffusion of Knowledge, published in 1799, he envisaged a three-tiered system
of elementary and secondary schools and a university similar to the French nationalized
system. This grand system, which was to provide access to schooling for everyone, would
ensure a stable and orderly society while permitting individual enterprise and initiative
(Herbst, 1989). Jefferson’s plan, however, was by no means egalitarian. While Jefferson
promoted a common education in public schools for all citizens, he believed the more
advanced forms of education would be reserved for the cultivated elite. Although the gifted
and deserving of the laboring class would be, according to Jefferson “raked from the rubbish
annually,” (in Conant, 1962, p 95) individual advancement would be possible only within a
framework of established classes and order (Herbst, 1989). Common schooling would
provide the moral foundation and basic skills necessary for the laboring classes’ pursuits and
duties, while advanced education would prepare the “people’s” rulers with the requisite skills
for leadership in the new republic.
Woodward’s plan would reflect many of the same principles found in Jefferson’s
educational philosophy. The university was not to be, as Michigan historian Peckham (1994)
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wrote, “an isolated tower of learning, but the capstone of a statewide educational system,
which it would supervise,” and ultimately prepare the leadership of the new territory (p. 6).
The Didactor of Catholepistemia (President) and the thirteen Didactorim (professors) were
granted the authority to “establish colleges, academies, schools, libraries, museums,
athenaeums, botanic gardens, laboratories…and to appoint officers, instructors, and
instructrices, among and throughout the various counties, cities, towns and townships, and
other geographic divisions of Michigan” (Dunbar, 1935,p. 388).
Unlike the colleges formed in other states during this period, which were under the
control of boards established by churchmen and often receiving funds from denominational
interests, the University of Michigania was to be governed by the professors themselves and
supported with tax dollars. While the first President and Vice-President were a Protestant
Minister and a Catholic Priest respectively, this radical departure from standard practice gave
the new educational system a nonsectarian orientation and aroused criticism, criticism that
would follow the university for decades to come (Peckham, 1994).
To supply students for the new university, public primary schools were established in
Detroit, Monroe, and Mackinaw, and a classical academy was established in Detroit.
Although poor children were to attend at public expense, these were not “free” schools, as a
fee was charged. Given that the parents of poor children had to declare their indigence to
receive public assistance, it is doubtful that, of the few children who attended these schools,
many came from lower-class families. Lacking students, money, and public support, the
Catholepistemiad faltered and eventually failed. As Governor Woodbridge noted, the
backwoods of Michigan were not ready for a university; there was, he remarked, “a far
greater need of primary schools than a university, or even secondary schools” (Woodbridge-
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Hinsdale, 1906, p. 11). Though its governance was reorganized in 1821, out of a fear by
many lawmakers that the Catholepistemiad contained too much centralization for the frontier,
the schools it established were ultimately abandoned in 1827 (Hinsdale, 1906).
This elaborate program to enlighten the few people who lived in Michigan at this time
may seem rather foolish; the fact, however, that so much power and authority was to be
concentrated in the hands of so few—“the people would have no voice in the matter
whatsoever”—is worthy of note (Dunbar, 1935; Jackson, 1926, p. 18). A decade later, the
notion that a centralized system of education was necessary to maintain the moral foundation
of the state would be sustained as the authors of the State’s Constitution developed
Michigan’s educational system.
Just as this initial foray into organizing schooling was faltering, the “Yankees,” as the
local inhabitants contemptuously called these New Englanders, were able to gain political
control of the territorial legislature. Initially thwarted in their attempts to organize a territorial
legislature in 1818, and again in 1823 by the old inhabitants, the increscent population was
finally able to elect a territorial legislature of “their own number” in 1827 (Hinsdale, 1906, p.
6). Consequently, the territory’s organization became “New England over again” with
political, religious, and educational systems being reproduced in large measure as they had
been constructed in the northeastern colonies (Hinsdale, 1906, p. 6).
With the failure of the Catholepistemiad, the Territorial Legislature adopted a new
plan in 1827. This new plan placed control of the public schools under the townships.
Patterned after the Massachusetts law of 1647 and a belief in the “town government” model
of New England, each township of fifty or more families was required to support a school.
Unlike the law of 1809, which lacked an enforcing authority, this act provided for the
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establishment of a Territorial Superintendent of Common Schools and a board of
commissioners in each township. Rather than a full system of schooling culminating in a
university as developed by Judge Woodward, this plan emphasized the common schools and
local township governance. This arrangement proved to be highly effective, in part because
of the new organizational structures established by the legislatures but more likely because of
the growing number of New England-New York immigrants who brought with them the
Puritan’s faith in the importance of education. By 1838, the year following Michigan
achieving statehood, 245 townships and 1020 school districts, enrolling 34,000 students,
reported to the newly created office of Superintendent of Public Instruction (Pierce, 1874).
University
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Statehood and Education
A census taken in 1834 revealed that the population of the territory had reached
87,278, more than the 60,000 required for statehood by the Ordinance of 1787 (Fuller, 1918).
Having been ignored by the Federal government in earlier attempts to petition for statehood,
Territorial Governor Stevens T. Mason, believing that once the territory reached the
population threshold statehood was automatic, called a convention to draft a constitution for
the state. “Even if congress omits to act in the case,” wrote the editor of the Detroit Journal
and Michigan Advertiser (December 12, 1834), “and appears to decline admitting her into
the Union as a boon, we shall probably soon have proof that she may demand it as a right.”
For the men who met to draft the new state’s constitution, the subject of education was seen
as a matter of great importance. “In laying the foundation of a new state,” the Rev. Pierce
(1836) wrote, “it is all important to provide for…the education of every individual” (p. 15).
Derived from Prussia
In the northeast, a public-school movement had emerged in the 1820s under the
leadership of James G. Carter, Horace Mann, and Henry Barnard. Through their journals,
reports, and pamphlets they championed the “advancement of education, especially in
common schools” (in Rippa, 1997, p. 89). With the majority of the new state’s leadership
having been educated in the colleges of New England and the first ten Superintendents of
Public Instruction in Michigan all natives of New England, the educational developments in
the northeast had a profound influence on the future of education in Michigan.
In addition to the public-school movement gaining momentum in the northeast,
reports praising the Prussian system of education and recommending the implementation of a
modified version in the United States influenced the system of education adopted by the new
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state. The men who would draft the education article to the new Constitution, in particular
the Rev. Pierce and Isaac Crary, the Chairman of the Education Committee of the
Constitutional Convention, were guided by Victor Cousin’s report on the Prussian system of
education.
Both men had moved to Michigan from Massachusetts in the early 1830s, and for a
time, Crary had lived in the Pierce home. When Pierce obtained a copy of the Cousin report,
both men were convinced of the merits of the Prussian system. “The object to be attained is
the welfare of the individual instructed and the security of the state,” wrote Pierce, “This is
the very spirit and letter of the Prussian law” (Pierce, 1836, p. 39). Beneath an oak tree on a
hill above their homes in Marshall, with Cousin’s report in hand, the two men crafted a
system that would encompass the full breadth of education, from a university down to the
common schools. With the Constitution of 1835, “the system of public instruction…which
was established by the framers of the Constitution,” as Superintendent Mayhew (1844)
would write several years later, “[was] derived from Prussia” (Eighth Annual Report, p. 10).
Three aspects of the Prussian system appealed to the architects of Michigan’s system
of education. First, according to Pierce (1836), it “embraced all instruction…the primary
school, the intermediate class of schools…and the University” (p. 19). Second, Pierce (1836)
argued, the Prussian principle proscribed that education should be under the direction of a
separate branch of government “that every State needs a separate officer of Public
Instruction, and that there should be nothing to divert his attention from… a general
supervision not only of primary schools, but of the university, of colleges, academies, high
schools, and all schools established, or to be established, throughout the state” (p. 19). The
intellectual and moral interests of society, Cousin had argued, should have their appointed
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ministry (Cousin, 1835). In conjunction with this, Crary and Pierce had the trusteeship of the
lands designated in the Ordinance of 1787 placed under the control of the Superintendent to
be invested and distributed as this office deemed appropriate (Kersey, 1965, Brooks, 1949).
Unlike the other states of the Northwest Territory that had left the control of these lands
under the charge of the various townships, Pierce sought state control so that the townships
could not squander the resources derived from these educational lands as he had seen in the
states that preceded Michigan into the Union. Finally, Pierce (1836) proclaimed, “the great
thing that has rendered the Prussian system so popular,” was the concept of the normal
school for the professional preparation of teachers (p. 23). Derived from the French term
école normale because the graduates of these schools, the prospective teachers, were
expected to uphold and teach norms or rules, these schools were to model the behavior and
skills needed in order to be effective teachers. Pierce was captivated by the centralized
curriculum and the excellent order and rigid efficiency with which all the Prussian
institutions were conducted, especially the institution designed to prepare teachers
(Springman, 1953; Mucher, 2003). “In the Kingdom, a distinct class of schools,” wrote
Pierce (1836), “is appropriated especially for the education of teachers; and the masters of
the common schools are all taken from among the persons educated in these seminaries” (p.
44). The early leaders of education in Michigan believed, as Cousin wrote, “As is the teacher,
so is the school” (Sawyer, 1841, p. 247). In Pierce’s report to the State Legislature in 1836,
he noted that:
The only material defect of the system is the want of competent teachers.
There is danger that they will never answer the ends of their institution, if
the teachers…who are relied on to infuse into them the moral and
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intellectual improvement which constitutes the vital principle of the
system—are not fully adequate to the task. Without competent teachers,
the most perfect system of external organization must be powerless—must
certainly fail accomplishing its object. (p. 42-43)
The adoption of Pierce’s educational plan, with its centralized state control, would
appear to point the state’s early educational policy in a secular direction, charges that would
follow Pierce throughout his career, especially when he led the efforts to establish a
monopoly of higher education for the state’s university. This, however, does not accurately
reflect Pierce’s complex connection to the conflict surrounding the appropriate role of secular
and sectarian educational control.
Pierce, in fact, began his career as a Congregational pastor, was part of the crusade to
spread Puritan theology, and did not question the inclusion of Protestant doctrine within the
public schools he wished to create. Yet he had personally experienced the depredation of
bigoted religious attacks as he had been banished from his pastorate in Oneida County, New
York, in 1830, because of anti-Masonry allegations (Dunbar, 1963). From Pierce’s
perspective, state authority was, and should be, derived from Anglo-Protestant theologyideology. However, he understood personally the destructive nature of internal
denominational conflict. He did not reject Protestant hegemony in the face of non-Anglo
alien threats to social stability. He believed that the integrated Protestant community in which
schools would serve to reinforce the values, attitudes, and beliefs of Protestantism would be
jeopardized if denominational alternatives were allowed to proliferate. “There is a medium
between bigotry on the one hand and atheism on the other,” wrote Pierce. The success of
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public schooling, for Pierce, would depend upon the “adoption of a ‘medium course’”
(Dunbar, 1963, p. 57-58).
Cousin’s Report
Given that many of America’s most influential school reformers during this period
were influenced by the educational institutions of Prussia and Cousin’s report, and that this
system served as the blueprint for schooling in Michigan, a brief examination of the tenets of
this system and Cousin’s philosophy of education is appropriate.
Before Cousin’s report, several descriptions of Prussia’s public schools had appeared
in the United States. First was the report of John Griscom, whose book A Year in Europe,
published in 1819, highly praised the new Prussian schools. In 1829, Henry Edwin Dwight
published his Travels in the North of Germany in which he praised the Prussian government
for educating the peasants and establishing seminaries for the preparation of teachers.
Following this, a report appeared in the American Annals of Education and Instruction in
1831. In a series of letters, editor William Channing Woodbridge recommended the
development of seminaries to train teachers similar to those found in Prussia. Rather than
providing academic instruction, he praised these institutions for providing a practical form of
training so that teachers were better able to render their pupils obedient and dutiful (Herbst,
1989). In addition, he praised the Pestalozzi method of instruction and endorsed its
application in the common schools.
Johann Heinrich Pestalozzi, a Swiss educational reformer of the eighteenth century,
believed that education should be based on concrete experience and be moral as well as
intellectual. He was one of the earliest reformers to suggest that a science of education could
be learned and practiced by teachers. His early writings influenced many, including Charles
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Tellyrand, Napoleon’s Foreign Minister, and Wilhelm Von Humboldt, the Prussian Minister
of Education.
In 1835, the Ohio legislature sent Calvin Stowe to Prussia to report on their
educational system. His report, which attested to the superiority of the Prussian system, was
widely distributed across the country. In that same year, Charles Brooks, a Unitarian
clergyman, launched a series of addresses urging America to adopt the Prussian system of
education and teacher seminaries (Harper, 1970; Herbst, 1989; Lucas, 1999). In addition,
hundreds of young men from important families in America went to Prussia in the nineteenth
century to pursue degrees in the prestigious Prussian universities. Returning from Prussia,
many of these men advanced to positions of leadership in government and academia in
America and became leaders in the movement to establish pubic schools in the United States.
However, it was Victor Cousin’s report, published in book form in 1835, that had the
most influence on the educational reformers of the mid-nineteenth century, including
Michigan’s first Superintendent of Public Instruction, John D. Pierce. A professor of
philosophy at the University of Paris, Cousin was commissioned by the French minister of
public instruction and ecclesiastical affairs to study the schools of Prussia. For several weeks
he traveled throughout Prussia and the other German states, visiting elementary and
secondary schools, and teacher seminars. His account explained, in depth, the administrative
organization of Prussian education, dwelling at length on the system of people’s schools and
their far-reaching implications for the economy and social order.
Cousin’s report reflected his enthusiasm for the conservative educational philosophies
that had evolved under the Prussian monarchy (Herbst, 1989). The schools he observed for
peasant children were to provide pupils with basic literacy skills and to inculcate them in a
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religiosity that would render them honest, obedient, and, above all, accepting of their station
in life. “To teach the humblest peasant…to think,” Cousin(1835) wrote, did not “mean
making him learned” (p. 25). Cousin’s essay applauded Prussia for discovering ways to
contain the dangers of a growing laboring class while promoting the productive powers of
each class.
Cousin saw society organized into three levels. At the peak of the social pyramid was
a comparatively small group of property owners and professional men, while the vast masses
of the semi-skilled and unskilled workers, the truly poor, formed the pyramid’s bottom layer.
In between were those who Cousin referred to as the moderately prosperous—“the clerks,
skilled artisans, the smallholders and the less fortunate farmers” (Bolgar, 1949, p. 364).
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While he believed that these social arrangements were necessary, he also believed individual
enterprise was the surest means to make a society prosperous. He did not endorse, however, a
large-scale scheme to encourage social mobility. He maintained that the existing social
classes reflected the economic needs of society and the general distribution of talent. To
encourage massive social climbing, Cousin feared, would lead to a state of chaos and
anarchy. As he stated:
All men have an equal right to the free development of their faculties; they
have an equal right to the impartial protection of the state; but it is not
true, it is against all the laws of reason and equity, it is against the eternal
nature of things, that the indolent man, the laborious man, the spendthrift
and the economist, the imprudent and the wise, should obtain and enjoy an
equal amount of goods. (1835, p. 121)
Cousin articulated a belief that if states were to remain stable, at least some of the
underprivileged’s aspirations would need to be satisfied. Cousin concluded that if left at the
bottom of the ladder, with no hope of improving their conditions, the lower levels of society
would constitute a grave danger to the existing regime. Consequently, he asserted that if the
poor and moderately prosperous could see themselves having an opportunity on the ladder of
success, even if in reality social mobility was limited, every generation would be content
with the existing social order (Bolgar, 1949). In the Prussian schools, Cousin found a
structure of educational levels that sifted out those few ambitious and talented children from
the lower strata of society, especially the children of the moderately prosperous, and opened
for them avenues of advancement.
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He believed, however, that the poor’s loyalty could not be sustained by merely
enlightening them about societies’ material opportunities. The state, from Cousin’s
perspective, should therefore use education to secure their loyalty by bringing them to accept
certain beliefs conducive to the maintenance of good order (Bolgar, 1949). For Cousin, the
rural and pauper elementary schools designed for the proletariat and peasant populations in
Prussia served as an ideal model. The moral training that Cousin saw emphasized in these
schools, he believed, would counteract the discontent of the poor and keep the peasants from
idleness and revolutionary unrest (Bolgar, 1949). Cousin found that these moral principals
were best promoted within a framework of religion. It was within a Christian education that
the poor could be convinced to give up their notions of earthly equality and selfish wants and
accept their proper place in life accord to God’s divine plan. It was plain to him that the
church and the state had the same aims and would require the use of the same methods.
Religious teachings were a prerequisite to a secure state.
The task of government was, according to Cousin, to balance the demands for
economic progress and social mobility with the preservation of the status quo and social
stability (Herbst, 1989). Within the Prussian system of education, Cousin saw the perfect
balance between the use of education to promote economic prosperity while at the same time
diffusing the threats to the existing state and social order. The formation of character, which
was the foundation of the Prussian primary schools, served “not only the strengthening of a
moral sense in children but also the implanting of loyalty to king and state, of unswerving
obedience to law, and respect for order” (Herbst, 1989, p. 42).
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The Prussian system of education came into existence following the Prussian defeat
by Napoleon at the battle of Jena-Auerstädt, in 1806. The German philosopher Johann
Gottlieb Fichte argued in his Address to the German Nation in 1806 that only through
compulsory education could the German nation rise from the ignominious defeat at the hands
of the French. Compulsory education, introduced in 1819, was designed to create obedient
soldiers, subservient workers, submissive civil servants to the government, and compliant
and loyal citizens. Education for the mass of the Prussian citizens was not to develop the
intellect but to socialize the children in obedience and subordination.
The Prussian system of state-controlled education extended from the lower grades
through the university levels. The three-tiered system of education provided a level of
schooling appropriate to the various classes found in the Prussian society. Only a small
percent of children attended the more advanced forms of schooling, the “Real Schulen,”
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while the masses would attend the lowest level of schooling the “Volksshule” (Herbst, 1989).
Schools were established, supported, and administered by a central authority. The state
supervised the training of teachers, attendance was compulsory, parents were punished for
withholding their children from school, and efforts were made to make curricula and
instruction uniform. Cousin believed that this system was both efficient and effective and
used it as “a prime example of the superiority of centralized authority” (Cousin, 1835, p. 124)
Within the institutions designed to prepare teachers for these primary schools, Cousin
found that the emphasis was not on the development of intellect, nor the powers of reason;
rather the object was the development of character—an “other-worldliness and selfabnegation of a religious order” (Bolgar, 1949, p. 366). “So long as the state had an interest
in educating its citizens,” wrote historian Mucher (2003), “it similarly had an interest in
preparing teachers” (p. 30). What primary school teachers needed to know in order to teach
effectively was to be carefully controlled by the state. Consequently, the training of primary
schoolmasters, being grounded in the inculcation of peasant teachers in the very virtues they
were expected to impart in their peasant students, demanded that they be trained in
institutions separate from the universities in which the teachers of higher academies were to
receive their education. He praised these seminars for their plan “to preserve the pupils from
dissipation, allurements, and habits of a kind of life which does not accord with their future
conditions” (Cousin, 1835, p 62).
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However, as historian Herbst (1989) has written:
Cousin’s report was less an objective account of Prussian schools and
education than the projection of a French philosopher’s ideal version of a
school system intended to wed progress and stability. And it was this ideal
combination of a nation’s progress under responsible conservative
guidance that appealed to the American educational reformers and assured
the enthusiastic reception Cousin’s report received in the United States. (p.
48)
The founders of Michigan’s public school system, like other American school
reformers of the time, were struggling to develop a system of schooling that would bring
centralized authority to the widely dispersed village and rural populations, while at the same
time control the growing number of urban poor. By securing an effective and uniform system
of education for all children, especially those of lesser means, these school reformers sought
to ensure “a stable and orderly society while yet permitting individual enterprise and
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initiative” (Herbst, 1989, p. 48). In Governor Mason’s first address to the State Legislature,
he declared:
It becomes, then, your imperious duty, to secure to the State, a general
diffusion of knowledge. This can in no wise be so certainly effected, as by
the perfect organization of a uniform and liberal system of common
schools. Your attention is therefore called to the effectuation of a perfect
school system, open to all classes, as the surest basis for public happiness
and prosperity. (in Pierce, 1874, p. 20)
Pierce believed that in the Prussian system of schooling he had found a form that
would balance the Puritan paternalistic desire to provide for social stability, political order,
and the maintenance of constituted authority, while at the same time promoting their
republican ideals of progressive reform that would create a people’s system of public
education. In his second address to the State legislature in 1837, Mason proclaimed:
It has been said, and rigidly too, that common schools are truly republican.
The greatest objective is to furnish good instruction in all elementary and
common branches of knowledge, for all classes of community, as good
indeed for the poorest boy of the State, as the rich man can furnish for his
child, with all his wealth. The object is universal education—the education
of every individual of all classes. The great thing, which has so strongly
attached it to the hearts of the people and made it an essential element of
the social state, is its truly republican character. It is this feature of free
schools, which has nurtured and preserved pure republicanism in our land.
(in Pierce, 1874, p. 23)
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The educational leaders of Michigan, however, were not oblivious to the inherent
tensions in an educational system that at once sought to promote pedagogical progressivism
and social conservatism. In 1843, Superintendent Ira Mayhew attempted to grapple with this
very conflict and assuage the concerns being expressed by those opposed to a state system of
public education when he wrote in his report:
No engine of despotism is as potent as that of knowledge over ignorance;
and on the other hand, there exists no surer indication of freedom among
the people, than the universality of education, vigorously sustained. The
kingdom of Prussia, so much exalted at the present day, for its enlightened
population, is no exception to this remark. The monarch now upon the
throne, is as enlightened as he would make his people, but it is well
known, that the character of the instruction given to them, is, in its detail,
nicely adapted to their condition as the subjects of a despot. Even if it
were true, as many suppose, that his thousands of teachers are free to
educate freemen, yet continued acquiescence in the existing form of
government, proves only their attachment to the despot, not his
despotism….(Fifth Annual Report, 1843, p. 101)
Many citizens of the period, however, feared the imposition of the Prussian system.
These groups opposed the establishment of centralized departments of education and the
expansion of normal schools (Partridge, 1957). The critics of the Prussian model claimed that
the whole purpose of education under the Prussian system was to create obedience and that
teachers were the tools of the state who functioned to impose this obedience on their pupils.
Accordingly, they argued, the people in our country were wiser than the government and did
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not look to the government for direction; rather, the government was to be directed by the
people. To place the power of education, they claimed, in the hands of government would
entrust the “peoples’ servant with the power of the master” (Brownson, 1839). Centralized
control of schooling was seen as antithetical to republican traditions and the freedom of
parents to pass on their own beliefs and traditions to their own children. They believed that
educational reformers had overlooked what they perceived as the fundamental differences
between the United States and Prussia.
The Perfect System
Upon being appointed to his post as Superintendent of Public Instruction, Pierce was
required by the State Legislature to prepare and submit a report on a plan for the organization
and support of primary schools, a plan for a university with branches, and the disposition of
the university and school lands. In this report, he outlined in detail the system he proposed to
organize in the state. Though he sought to institute the centralized control of education with
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the Superintendent’s office controlling the university and primary school lands and all
monies incurred therein, he left intact the township and district school structures that had
been established in the 1827 education statute (Michigan Historical Collection, Vol. I). The
establishment of primary schools, intermediate schools, and a university represented for the
new superintendent the “perfect system” of education.
While Pierce saw the necessity for the training of teachers, when he issued his report
on the system of education to be adopted by the state he did not advocate the establishment
of a normal school. Facing scarce resources and convinced that the establishment of a
primary school system and a single institution of higher education would better serve the
state, he recommended that the branches proposed for the new university be established as an
intermediate grade of schooling. These schools, situated between the primary schools and the
university, “should be for the qualifying of teachers for their work, as well as that of
preparing young men for University courses, and others for the ordinary business of life”
(Pierce, 1868, p. 105). By connecting a single institution of higher education to the common
schools through the branches, Pierce sought to avoid the tendency in other states to turn
educational institutions into political fodder as special interests competed for scarce state
resources. These branches would, according to Pierce (1839), “fill the intermediate space
between the parent institution and the primary schools,” and provide for the preparation of
teachers (p. 4).
The Development of Common Schools
The system of common schools that existed at the time the state came into the Union
were, as Justice Thomas M. Cooley described them, “still very primitive” (Cooley , p. 315317. Putnam, 1904, p. 18). No provisions had been made for the support of schools except
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the rate-bill, a system by which parents paid a fee for their children to attend school
proportional to the number of children they had in school. The schools were little more than
private institutions and many townships, up to 1835, had failed to organize. There were no
provisions for the preparation of teachers. Often a farmer or mechanic, or the son or daughter
of a resident who had some common schooling in New York or New England, would offer
his or her services as a teacher for whatever wages the district could afford to pay (Jackson,
1926). The Statute of 1827, amended in 1829, had organized schools along a township
model. Each township was charged with establishing school districts and distributing the
proceeds of the rent money of the school section (it could not be sold at this time)
proportionally to each district according to the number of students in each district. The
townships were also permitted to levy a tax for the purpose of paying the wages of teachers.
However, two-thirds of the voters in a township could refuse to levy this tax, which they
often did, leaving districts with only the section rent monies to pay teachers. Often a
teacher’s salary would have to be supplemented by tuition or a rate-bill charged each student.
In addition, each district was responsible for levying a tax to generate the funds for
schoolhouses, keeping them in repair, and providing other necessities. Here again, an
opportunity was presented for those who either favored private schools or opposed the notion
of taxation for the support of schooling to derail a district’s attempt to establish a district
school. The schools, as they existed at this time, were in general carried on with little
reference to any legislative oversight or any uniform plan (Salmon, 1884).
When the new state made provisions to establish a public school system, the essential
structure remained unchanged from those that had existed during the territorial period, with
two exceptions. First, the State Superintendent of Public Instruction was made a
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constitutionally established officer to be appointed by the Governor, and he was given charge
of the entire system of public instruction. Second, the sixteenth section of land in each
township, set aside in the Ordinance of 1787 for education, was placed under the control of
the Superintendent. The monies derived from the sale of or rent from these lands would be
distributed by the Superintendent to townships and districts as they came into compliance
with the law.
Under Pierce’s new plan, each district was required to maintain a school for not less
than three months each year or forfeit their section monies from the State. The district was
empowered to levy a separate tax to provide for a schoolhouse, library books, teacher’s
wages, and other necessities deemed appropriate. In case the appropriation of public money
and the amount raised by district taxes were not sufficient to pay the teacher’s wages, the
necessary additional sum was to be assessed upon the parents of the children in proportion to
the number of children sent to school and the time in attendance. While Pierce opposed the
rate-bill system and argued that schools should be provided without a direct charge to
individuals and supported by tax dollars, the rate-bill remained intact for nearly thirty years.
It was quite common for districts to tax themselves enough to cover the length of time
they should be kept in session as required by law and then sustain their schools beyond this,
using the rate-bill system. As Van Buren (1889) observed, this law did not work well, “for
poor parents or those indifferent to education would send to school as long as the funds
lasted, but when the rate-bill set in took their children out” (p. 287). Consequently, from their
inception, the success of “public” schooling required the voluntary cooperation of parents
and other adults in the community. It would take a number of years, often in the face of
opposition from local communities, for a system of common schools controlled by the state
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to be perfected (Little, 1878). For the next sixty years, this structure remained relatively
unchanged.
When Pierce assumed the duties as Superintendent of Public Instruction, he
emphasized the value and importance of elementary education “for the mass of people”
(Putnam, 1904, p. 36). “Universities may be highly important and academies of great utility,”
he wrote, “but primary schools are the main dependence…. National liberty, sound morals,
and education must stand or fall together” (Putnam, 1904, p. 36). It was Pierce’s intent to
make primary schooling available to every child in the state—free from private tuition and
rate-bills and funded through public taxation (Springman, 1953). “Individuals may educate
their own families,” asserted Pierce (1836), “but they cannot educate the great public. To do
this effectively will require the concentrated wisdom and energy of the whole state” (p. 42).
However, there was a debate throughout the early years of public schooling in Michigan
about the type of education that the state should be supporting (Sebaly, 1950).
While Pierce argued that the education of the people was important to the state itself,
and, therefore, should be assumed as a state duty, there were those, especially the wealthy,
who harbored reservations regarding the desirability to educate the poor. There was a feeling
of the well-to-do that to promote unrealistic aspiration and unmet expectations by providing
universal education would create social discontent and unrest (Sebaly, 1950). For them,
democracy was only a euphemism for the mob—“the ever-present menace to sober and
decent government” (Parrington, 1927, p. 278). While the backwoods of Michigan were far
from the poor and alien populations that were growing in the cities of the east, the fears
created by the mounting agitation in these urban centers was ever present in their thoughts.
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The Niles Register reported in August 1835 of the feverish state that existed in Boston “on
account of the Catholic question, producing large gatherings of the wildest classes” (p. 440).
Yet Pierce and other educational leaders throughout the country were interested in
education for these very reasons. They viewed education as a means to control men and
prevent them from doing radical things. They expected that the common school would be a
stabilizing influence on society and as such should be encouraged (Sebaly, 1950). The
wealthy, they argued, should be more deeply interested in education than any other class.
“There is no safety,” wrote Pierce (1836), “in the midst of debased ignorance” (, p. 30).
Children uneducated, Pierce argued, were children thoroughly educated in the school of
depravity, and what would be true for the individual would be true for the community. “Free”
schools would benefit the rich and give them increased security of their property, while the
less wealthy would have their families educated at a small expense to themselves. “The State
of Michigan,” wrote Van Buren (1889), “doesn’t care when we are through with a boy
whether he knows quadratic equations or not, but it does care whether he has a well-balanced
character” (p. 297). Pierce (1840) advocated publicly financed schooling as a safety measure:
We must multiply our schoolhouses, educate teachers, furnish books,
procure libraries, and provide, indeed, all the necessary means of
instruction for the whole population, or increase greatly the number of
jails, penitentiaries, and standing armies; and then there is no peace or
security to him who goes out or comes in. We must educate, or forge bars,
bolts, and chains. One system or the other, we must adopt—there is and
there can be no alternative. Besides the experience of all the past—of all
the ages and nations, demonstrates that it is more economical, much less
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expensive, to educate the young and form them to high moral principle
and honorable conduct than to support paupers, restrain, imprison and
punch aged criminals. (p. 312)
Pierce claimed that unless schools were adequate to meet the needs of all members of
the community, private seminaries would be established by the wealthy in which their own
children would be educated. The result of this would be a depreciation of the character of the
public schools. Those of means would patronize private institutions, become indifferent to
the public schools, and show no interest in their welfare. For publicly funded education to be
effective in reaching the lowest levels of society and to provide for them the type of
education they required, the public schools had to be of a quality that would attract all pupils.
Where private schools have flourished, argued Pierce, “the free schools will be found,
without exception to be in miserable condition” (Putnam, 1904, p. 30). It should be noted that
the Act creating the common schools did nothing to establish advanced forms of education.
The original intent of this legislation was to provide this secondary schooling in the branches
of the University. In other words, secondary education was to be affiliated with the
University rather than the common schools (Hinsdale, 1906).
As Pierce, Crary, and Governor Mason admonished the legislature and general public
to establish primary schools of a high grade and sufficient in number to meet the needs of the
whole community, they also began to discuss the question of securing an adequate supply of
teachers. In 1836, 39 townships reported 55 school districts in operation, serving 2,337
students. By 1838, there were more than 2,400 townships reporting on 1,509 districts with
28,764 pupils (Smith, 1881). While the rapid increase was largely made up of reports
received from districts that had previously gone unreported rather than a proportional
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increase in population, the growth of primary schools and lack of competent teachers caused
concerns. “How and where,” wrote Pierce (1868), “is a full supply of competent teachers to
be secured” (p. 138).
It should be remembered that no public normal school had, at this time, been
established in the United States, and only a few educational leaders had begun to consider the
necessity of providing special preparation for the work of teaching. A few private institutions
had been established in New England to train teachers in the late 1820s and early 1830s, and
none of these ventures succeeded. Similar attempts were made in Michigan. In 1834, the
Michigan High School in Detroit established a department for the education of common
schools teachers (Journal and Advertiser, September 1834), while at about the same time, a
young ladies school in Ypsilanti solicited patronage by indicating that it would provide
instruction for those who wished to qualify themselves as teachers (Journal and Advertiser,
March 1834). However, as Van Buren (1889) noted, teachers were often less than competent.
“A young miss on the giddy side of her teens,” he wrote, “ or a beardless ‘hobble-de-hoy,’
such as are now put in charge of our primary schools would have been out of place in
attempting to wield the baton of pedagogic power” (p. 288).
The township boards, which oversaw the districts under their jurisdiction, were
charged with the examination and certification of teachers. The law, however, gave no
specific direction concerning the examination of teachers except to require that candidates for
the position of teacher should be examined “in regard to moral character, learning, and ability
to teach school” (Putnam, 1904, p. 56). “That they have got the ‘examiners certificate,’”
complained Van Buren (1889), “does not qualify these youthful aspirants for pedagogic
honors for the important task of teaching. It is giving to the ‘prentice hand’ work that
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requires the knowledge and skill of a ‘master’” (p. 288). It was also a concern for the public
as the Niles Register reported, “public attention is much alive, we are glad to perceive, in
many parts of the Union on this momentous subject” (February 3, 1838, p. 354).
So long as local interests determined the ends to be served by schooling, narrow
parochial interests defined teacher competency. Fancy learning was fine for some, but for the
farmers and laborers in the small villages and hamlets throughout the state, a teacher needed
only to be competent enough to pass on the values of the local community and the
rudimentary academic skills necessary to earn a living. From their perspective, any form of
specialized training for teachers was unnecessary and would result in a demand for higher
wages and a concomitant increase in the taxes needed to support their local schools. It was
not that these men opposed education, quite the contrary. However, schooling was to serve a
practical purpose and, beyond a certain level, was deemed unnecessary and a waste of
taxpayer monies. If an individual could afford a bit more education for his own children, so
much the better, but to require all members of the community to subsidize the education of a
select few was seen as an inappropriate form of state interference and a threat to their
individual autonomy.
As the state’s interest in expanding publicly funded schooling grew, so too did the
desire by the state to define the competencies needed by teachers in order for them to achieve
the ends ascribed to public schools by the state. The “appointment of teachers of the highest
character,” recommended Governor Mason in 1837, is the only way to ensure the
establishment of a “uniform and liberal system of common schools” (p. 172). In promoting
their cause for a uniform system of common schooling, state officials and school leaders
were quick to point out the miserable conditions of the district schools and the ineptness with
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which local districts secured their teachers. School buildings, wrote Governor Barry (1843),
“…look like forsaken paupers, left to pine away under universal neglect; others like haunted
houses, a terror to children” (p. 266). In a report from school inspectors in Washtenaw
County, which had the largest number of children between the ages of 5-17 in the state in
1843, the conditions of the primary schools in that area were said to be very poor (Sebaly,
1950). This was caused, according to Governor Barry, by the “want of energy in the
inhabitants in regard to schools commonly attributed to the pecuniary pressure that is
fastened like the nightmare on the vitals of every system designed to advance the best
interests of our country” (p 314-315). “Our common schools,” wrote Superintendent
Mayhew, “must either be abandoned for want of qualified teachers, or teachers be allowed to
exclude the children of those whom they cannot collect their wages by law” (Fifth Annual
Report, 1841, p. 289).
The attempts by state leaders to create a uniform system of common schools was,
from their perspective, nullified by the lack of quality teachers and local inhabitants deficient
in an understanding of what was in their best interests. These men expected the common
schools to be a stabilizing influence on society. The desire on the part of the early leaders of
the state to have the conservative authority of the teacher felt in each community caused
them to place a great deal of emphasis on the means necessary to produce the type of
teachers they deemed appropriate for the common schools of the state. “Without the teachers’
conservative influence,” wrote Superintendent Mayhew, “under the best legislation the great
mass of the people will be lawless…a well-qualified faithful teacher, [being] the right arm of
the legislature” (Ninth Annual Report, 1845, p. 38).
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The State University and its Branches
Part of Pierce’s plan for a state system of public education was the establishment of a
single state university under the direction of the State Legislature and Superintendent of
Public Instruction. An Act providing for just such a university, the University of Michigan,
was passed in March of 1837. Like the previous enactments to establish a university during
the Territorial period, this law was criticized by many as being beyond the ability of the state
to provide support and out of proportion to the needs of the people. In addition, some were
critical of the establishment of single state university with a monopoly over higher education.
Consequently, the University, lacking funds and public support, faced nearly the same fate as
its 1817 predecessor, the Catholepistemiad.
The Board of Regents, established to govern the new University, was given three
charges in organizing the University: manage the University fund, locate a site and erect
buildings, and organize branches throughout the state. It would be the branches that would
provide the first form of instruction offered by the University and prove initially to be the
most popular. Pierce’s original plan called for a branch to be located in every county.
However, having established a committee to determine the location of the branches in 1838,
the Regents resolved to establish only eight, based on the dispersion of the population and the
needs of the people. The following year five branches were opened in Pontiac, Monroe,
Kalamazoo, Detroit, and Niles, enrolling 161 students. Over the lifetime of the branches,
thirteen different schools would be in operation throughout the state.
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The branches were to serve three distinct purposes: prepare students for entrance into
the main University, provide instruction in the agricultural sciences, and prepare teachers for
the common schools. None of the branches were permitted to offer degrees, as this was to be
reserved for the main University. In addition, a female department was to be opened as soon
as the principal deemed suitable. It is rather ironic that the branches operated as
coeducational institutions while the main campus would remain closed to women until 1870.
In spite of these stated functions, none of the branches ever formed departments for the study
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of the agricultural sciences, and the efforts at teacher preparation would prove to be
disappointing.
While the Regents expected to open the main University quickly and began
organizing instruction and hiring professors as early as 1838, it would be three years before
the University of Michigan would open its doors to its first freshman class. During that time,
the public became much more interested in the branches. The branches brought advanced
education “of the kind many citizens wanted near to their doors while the University was
slow in starting and was then comparatively difficult of access” (Hinsdale, 1906, p. 32). The
legislature, Regents, and the citizens held out great expectations for the newly created
branches. In his last report to the state legislature in 1842, Superintendent Pierce praised the
branches. “The parent institute,” he said, “could not succeed without them, while they were
equally important to the primary schools as a source for educated and competent teachers”
(p. 72). Governor Barry (1842) echoed these sentiments when he wrote, “Next to the
common schools, the branches of the University are destined to be of the greatest importance
to the people of the state…. By means of its branches, the blessings of a higher grade of
education will be brought within the reach of nearly all the rising generation…” (p 71).
Anson Van Buren (1880), a student at the Kalamazoo Branch, wrote,
Heretofore, save a few public schools in some of the larger villages, the
people had nothing in the line of educational facilities above the limited log
school-house course…we felt as if Yale or Harvard, or England’s Oxford,
Eaton, or Cambridge were brought so near to us that we could all go to
college, and most of us went. (p. 419)
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Many citizens considered the branches more important to the common people of the
state than the University. They believed that the branches could reach a far larger portion of
the population than the University ever would. In 1839, the Board of Regents issued a report
in which they wrote, “wherever a branch has been established, it has not only received the
decided approbation and support of the inhabitants in its immediate vicinity, but has
continued regularly to increase in the number of students from term to term” (in Gower,
1880, p. 41). For many, the branches not only provided an opportunity to get a complete
education but also gave students a chance to take just as much of the course of study as they
had time and means to secure; “thus giving to our young men and young ladies,” wrote Van
Buren (1880), “the educational advantages that were needed for the various employments of
life” (p. 45).
Criticism of the University and its Branches
While the branches were popular with many, they did have their critics. Many were
concerned that the course of study offered in these institutions was too narrow and should be
open to all classes of learning. An editorial appearing in the Niles Intelligencer on February
17, 1841, criticized the new branches by saying that:
The magnificent fund created by robbing the citizen of his hard earned
possessions…promises glorious advantages to the privileged few, but how
much profit to the mass of people? How many of our citizens are able to
avail themselves of its benefits…when $15.00 is charged each student for
tuition?
The frontiersman of Michigan wanted access to free and unregulated educational
institutions. They resented the control of their schools by the centralized Board of Regents
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and were dissatisfied with the exclusive right to grant degrees given to the state University
(Dunbar, 1935). For many, the operation of the branches as merely preparatory seminaries
for admission to the main university did not justify their claim to public funds. These
institutions, they believed, should only be sustained if they were made accessible to the
children of lesser means. Unfortunately, it was believed by many that the University was the
focus and the connection to the primary school was forgotten (Jackson, 1926). In some
quarters, the branches were seen as places for the education of the “aristocracy of the State,
and the University, through the influences of the branches, began to be spoken of as an
enemy of popular education” (Gower, 1880, p. 44).
Much of the conflict over the University’s monopoly over higher education was about
the appropriate role of government. Many who sought to remove the University’s legal and
financial monopoly did so out of a distrust of centralized authority. The government’s right
to appropriate funds for any form of “internal improvement” was opposed by those who
believed this created monopolies and unfair advantages for some; they feared that state
control would destroy freedom (Perkinson, 1995).
Many laborers and farmers were unfriendly toward the University and the branches
because they demanded a practical education for their children and they could not conceive
of this occurring in a “classical” college. The strength of this opposition lay in the interior
counties, which were predominantly agricultural (Dunbar, 1935). While township libraries
and common schools were to be under the control of local authorities, schooling above the
primary level was to be under the control of the State Superintendent of Public Instruction
and the University Regents, both appointed by the governor and beyond the reach of these
common laborers and farmers. They resented that the courses offered at “their” branches, the
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rules of conduct, the tuition fees, the textbooks, and even the daily routine were to be
prescribed by the Regents (Dunbar, 1935). The branches were thus seen as connected to the
main University and collegiate in nature, rather than an extension of the common schools.
Complaining that tuition rates were too high and the entrance requirements too rigorous, the
democratically inclined pioneers questioned the appropriateness of the state’s educational
monopoly, especially if the institutions formed profited but a privileged few. In 1843, a
group of citizens in Berrien County petitioned the legislature to close the University and
transfer its property to the state common school fund (Shearman, 1852, p. 109)
In addition to the criticism that the new state University and its branches were only
serving the needs of the well-off, a second struggle took place between advocates of a
monopoly by the University in higher education and the proponents of a system that would
tolerate the existence of other legitimate colleges, especially denominational colleges
(Ringenberg, 1971). Pierce’s vision was to have a single institution of higher education and
to have reserved for it the authority to grant degrees and honors. “Shall we,” wrote Pierce
(1837), “in the commencement of our career as a State, grant to an indefinite number of
private associations the right of conferring degrees, or, for the present, concentrate our
energies in one university?” (p. 42).
Pierce and his followers feared that the resources for higher education would be
scattered throughout the state and placed under the control of various denominations.
“Granting to private associations, acts of incorporation with university powers,” argued
Pierce (1836), “…will have the effect to draw-off attention and interest of a considerable
portion of the public from the institution founded by the state” (p. 40). It was not that Pierce
sought to create a secular university void of denominational doctrine, as many of his critics
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claimed. Rather, it was his desire to create in one institution all the worthy elements of a
university, especially those of the leading Christian denominations. By arguing for a single
Protestant university that did not grant to a particular denomination a position of authority, he
was reacting against the practices that he saw in the other states of the Northwest, where the
competition of churches to direct higher education dominated and divided public support. To
discredit claims that the University was an atheistic institution since the first Board of
Regents had not included in its numbers a representative of the cloth, the Regents appointed
ministers to the principalships of each branch (Dunbar, 1935). However, this did not dissuade
the church critics, who continued to press the fight.
It was not a godless education that these critics feared, however, but a Christian
education not imparted through forms and channels over which they presided (Ringenberg,
1971). The bitterest enemies of a state-supported and state-controlled system of higher
education were churchmen. These conservative churchmen “could not conceive of education
without strong religious coloring and proselytizing opportunities” (Peckham, 1994, p. 56).
Even amongst themselves, their jealousies had them arguing over the rightful representation
of their denominations on the faculty of the new university. They believed that higher
education should be given under the auspices of the church and that it was not the function of
the state to levy taxes to foster higher education. It was their plan to name the several private
colleges that were then in existence, and those that were being planned throughout the state,
“The University of Michigan” and distribute the income that was then being contemplated
for a single university to each of them in due proportion (Pierce, 1875). In an open
declaration of defiance, the Trustees of Michigan College, a Presbyterian group led by the
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Reverend John M. Ellis who was seeking to establish a Presbyterian college in Michigan,
resolved:
That in the opinion of this board it is inexpedient for the friends of our
enterprise to engage in advancing the interests of the University of
Michigan, or of its branches, by pecuniary patronage or otherwise. (in
Wolcott, 1905, p. 152)
Above all, their plan was designed to put higher education under distinct religious control—
Protestant control. At this time, higher education throughout America was dominated by
religious influences. The religious leaders of the state saw no reason for Michigan to be any
different.
As it was organized, the University of Michigan and its branches, in spite of the
claims by its churchmen critics, were by all reasonable measures as Protestant as any of the
denominational institutions forming at this time. Students were required to attend chapel
twice a day, which remained compulsory on the Ann Arbor campus until 1871, and
attendance at church every Sunday was monitored and rigorously enforced (Peckham, 1994;
Ringenberg, 1971). Students received religious instruction in several academic classes,
including courses in natural theology and Christian apologetics (Ringenberg, 1971). In
addition, most of the faculty at both the main campus and the branches were Methodist,
Baptist, Presbyterian, Congregationalist, or Episcopalian, with many also clergymen. Even
the first two presidents of the University of Michigan were ministers, and while they
refrained from preaching in the church of their denomination during their tenures, they both
insisted that the University be responsible for the moral development of its students. Rules of
moral conduct were established and as rigidly enforced as those at the most secular of
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denominational colleges. Those who argued for the elimination of the state’s monopoly
because the University was oriented in a secular direction, in reality, had no justification, as
the University of Michigan and its branches were Protestant institutions.

Wished to have
Denominational
Colleges – End UM
Monopoly

Working-Lower Class –
Democrats

Elite – Whigs

Favored Monopoly of
University

Presbyterians
Methodist Wesleyans
Baptists
Quakers

Radical Episcopalians
Conservative Congregationalists
Conservative Episcopalians

Methodist Episcopalians

Immigrants – Democrats
Catholics, German Lutherans & Mormons

Wanted to establish their own
colleges – End UM monopoly

Figure 22 Religious Divisions and Schooling

265

The Christian foundation of the University was defended and accusations of
godlessness rebuked in the Regents’ report to the Superintendent in 1841:
What varieties of sects exist in these United States, the great mass of
people avow themselves to be Christian. There is common ground
occupied by them, all-sufficient for cooperation in an institution of
learning, and for the presence of a religious influence…Attempts made to
exclude all religious influence whatever from the colleges, have only
rendered them the sectarian of an atheistical or infidel party or faction, and
so offended and disgusted the majority of the population agreeing in the
respect for a common Christianity, that they have withdrawn their support.
(Fifth Annual Report, 1841, p. 287)
It was clear, as historian Peckham (1994) wrote, “’Nonsectarian’ meant no favoritism
toward any denomination, not religious indifference” (p. 25). More accurately stated,
nonsectarian policies were to apply to non-Protestant denominations; Protestant theology was
to dominant the new University. In spite of the rhetoric regarding the free exchange of ideas
and the pursuit of truth at the University, it is doubtful that the University of Michigan and its
Regents would have tolerated an honest hearing of unorthodox views (Peckham, 1994).
The evidence of the intolerance toward non-Protestant theology can be found in the
legislative debate over the Christian status of the University and its monopoly of higher
education. Both sides in the conflict sought to frame the debate and define their positions as a
buttress against the impending alien threat, most notably the Catholics. A leader in the effort
to bring a Presbyterian college to Michigan, John Cleavland (1836) wrote to his supporters,
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“It seems to us very desirable to establish a college before the Catholics should get a start…”
(p. 8). From their perspective, the state needed to support the spread of Protestant schools
throughout the state and, concomitantly, Protestant theology, in order to head off the looming
Catholic threat. On the other side, supporters of the University of Michigan’s monopoly,
argued that to change the University’s status and grant “lesser” institutions collegiate status
would provide Catholics an opportunity to establish high schools and colleges wherever they
pleased (Dunbar, 1935).
The desire, by some, to end the University’s and therefore the state’s monopoly of
higher education would continue for the next two decades. The farmers and laborers, who
tended to be Democrats and were unfriendly toward the University because of their
opposition to centralized control and a desire for a more practical form of education, and the
conservative churchman, who were likely Whigs and favored denominational schooling and
theological control of higher education, came together in the 1850s and were able to revoke
the University’s exclusive standing. However, by the time the exclusive chart was removed,
the University had become the dominant institution of higher education in the state and no
longer required its earlier monopoly to secure that control.
The Opening of the Main Campus and the Failure of the Branches
From its earliest days, the University faced financial troubles. Due to the economic
panic of 1837 that occurred at the time of the University of Michigan’s founding, the
payment of interest owed on lands sold to fund the University was delayed. With the failure
of the State of Michigan Bank and the Bank of Michigan, both holding University funds, the
financial conditions at the University were in a state of crisis (Dunbar, 1935; Sebaly, 1950).
With only seven students in the University of Michigan proper and an additional twenty in
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the preparatory department when the University opened in 1841, it seemed that instruction
would have to be stopped at both the branches and the University before they had actually
begun (Peckham, 1994). In 1842, just four years after the first branches were established, the
University of Michigan Regents reported that it would be impracticable, without additional
money, to continue operating the branches. With the financial situation not improving in
1843, the Board of Regents declared that, “if anything had to be sacrificed it would be the
branches rather than the University proper” (Regents’ Proceedings, 1843, p. 19). Over the
next three years, the Regents began to drastically reduce the appropriation for the support of
the branches. Deciding that the expense of maintaining the branches “was greatly
disportioned to the benefits accruing there from” (Gower, 1880, p. 42), in 1846 it was
decided that no further appropriation could be made to the branches “without seriously
trenching upon the resources and limiting, in a degree, the usefulness, and even endangering
the success of the present institution” (Regents’ Proceedings, 1846, p. 1).
With the state legislature failing to provide additional funding and the localities where
the branches were placed unable to provide additional resources, the branches died out.
While legislation following the Constitution of 1850 provided for the establishment of at
least one branch in each judicial district as soon as income from the University fund
permitted, either “the Regents never had sufficient funds at their disposal to permit carrying
the law into effect or were disinclined to do so” (Dunbar, 1935, p. 394). Symbolically, the
University of Michigan remained the capstone of the state’s educational system, however,
attending only to those educational values that served the educational needs of the state’s
elites.
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The lack of local support was not because the branches were unpopular, for, in fact,
the enrollment in the branches far exceeded that of the main campus during their existence.
However, the people of the countryside were farmers and laborers who were cash poor. With
hard cash difficult to come by, the prospect of sustaining the branches with only local
resources was limited. However, the desire to have a practical form of advanced education
provided for their children by the state continued to be appealing to the pioneers of Michigan.
The failure of the branches discloses much about the relative position of the branches
as intermediate institutions for the common people and their link to the common schools
through the preparation of teachers. The branches and the development of teachers were seen
to conflict with the mission of a university. As historian Mucher (2003) described:
The legislative action to create the University Branches and support the
preparation of teachers was limited…no new state funds were allocated for
these institutions…little evidence that the Ann Arbor faculty participated in
the development of the Branches…the regents did not view teacher
preparation in this department or perhaps the University Branches themselves
as a serious fiscal priority…earmarking funds for elementary teacher training
did not further the mission of the University or add to its prestige. The work of
training teachers for the common schools was beneath that of an aspiring
“university”…. (p. 39)
The branch communities discovered that while they were expected to provide for the cost of
facilities and maintenance, the University Regents were less than enthusiastic about
allocating resources to the outlying areas of the state. The Regents did not aim to fund
intermediate schools for the laboring class; rather, they wished to create a respected
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university that could compete with the most prestigious of the New England colleges
(Mucher, 2003).
Even though the University’s first president, Henry Tappan (1853), asserted in his
first report to the Regents that the University, as a public institution, belonged “to all who
apply for admittance without distinction of sect, party, or rank,” there were those who from
the beginning charged that the University was an elitist institution and did not support
popular education (p. 12). The vision of a university equal to any of the old elite institutions
in the east was as powerful as any rhetoric that sought to convince a suspicious public,
especially the Democrats and more radical Whigs, of the necessity to expend public funds in
the support of the main university.
The Branches and the Preparation of Teachers
While the branches were established to prepare teachers for the primary schools, there
is little evidence that the branches contributed significantly to the number of teachers
teaching in the growing primary schools. From the records of the branches, it does not appear
that any developed departments, or normal courses, for the preparation of teachers were
established. These records reveal “of the 274 students enrolled at Tecumseh, Romeo, Pontiac,
Monroe, and White Pigeon in 1846, only 36 were expected to qualify by the end of the year
for teaching in the common schools” (Joint Documents of the State of Michigan, p. 19.). As
the principal of the branch at Tecumseh said, “There is no distinct department for the
qualification of teachers, but will be whenever a number of students shall seem to require
it…” (Joint Documents of the State of Michigan, 1846, p. 20).
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Table 6
An abstract of the Reports of the Principals of the Branches of the University of Michigan for
the Year 1846
Branches
Tecumseh

Romeo

Pontiac

Monroe

White
Pigeon

Kalamazoo

Teachers Employed

2

4

1

2

1

*

10

Male Teachers

2

2

1

2

1

*

8

Female Teachers

-

-

-

-

-

*

2+

Departments

2

2

1

2

1

*

8

Students in Attendance

30

115

39

60

30

*

274

Male Students

20

64

25

45

18

*

172

Female Students

10

51

14

15

12

*

102

15

38

4

5

10

*

72

-

33

-

-

3

*

36

19

65

11

5

11

*

111

11

35

25

45

9

*

125

0

25

4

0

7

*

36

Number of

Studying Latin and
Greek
Studying French

Total

Studying Higher
Branches, Math or
Natural Science
Studying Common
English Branches
Primary Teachers
Receiving Instruction
Annually

* No Report from Kalamazoo + Branch not specified
Note: From the Joint Documents of the State of Michigan, No. 5, 1846, p. 19. Detroit: Bagg
and Harmon Company.
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When Superintendent Mayhew, in 1845, sought to determine the number of common
school teachers who were annually qualified in the branches, he was disappointed to learn
that there were “but a few teachers qualified in all the Branches; not nearly half enough to
supply the schools of one county” (Joint Documents of the State of Michigan, 1846, p. 20).
Given that few viewed teaching as a profession and the public had yet to be persuaded that
primary school teachers needed special preparation, the majority of the students looked at the
branches as a means to prepare for entry into the University or the chance to pursue a few
advanced courses to improve their vocational opportunities. When the Regents began to
withhold appropriation in 1842 and the branches were forced to charge ever-increasing
amounts of tuition to survive, these institutions may have indeed begun to reflect an
aristocratic flavor as their critics charged.
While a few of the branches resumed their earlier status as private academies and
received new charters from the state, these institutions struggled, and the few that remained
were eventually absorbed by the tax-supported high schools of the 1860s and 1870s. With the
state University holding a monopoly on the granting of degrees, the branches found it
difficult to attain a status necessary to attract tuition-paying students. Unlike the other states
of the Old Northwest, Michigan did not experience the tremendous growth in private colleges
that characterized Indiana (fourteen colleges by 1865), Ohio (nineteen by 1859), and Illinois
(twenty-one by 1865) (Ringenberg, 1971). By the end of the nineteenth century, none of the
private colleges founded in Michigan had reached the status of the colleges established in the
adjacent states. While Tappan and other university leaders believed that these private
institutions could make a worthy contribution to Michigan education, they believed that they
should serve as “preparatory schools to train the common school graduates for entrance to the
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University” (Ringenberg, 1971, p. 316). While Pierce argued that the great quality of the
Prussian educational system was “its truly democratic character,” his use of the Prussian
centralized precedent as a justification for a state monopoly of higher education seemed less
than democratic to the general population of Michigan. The scheme for a centralized system
of education, envisioned by Woodward two decades earlier, still had considerable influence
on the conservative educational leaders throughout the state. Not until 1855, when the
Democratic Party split over the issue of slavery and a populist movement emerged in the
western part of the state, did the state legislature approve the granting of charters that
permitted private institutions to grant degrees and compete with the University. Pierce’s
dream of one system of education in Michigan that would begin with the primary schools of
the state, include a group of intermediate schools, and finally advance to the University—the
“prefect system”—would remain unfulfilled with the failure of the branches.
The People’s University
When the University of Michigan opened its doors in 1841 only six freshman, one
sophomore, and twenty preparatory students were in attendance (Peckham, 1994). Due to
reductions in appropriations, only five branches were in operation with a combined
enrollment of 210 pupils (Sawyer, 1841). The Act that provided for the formation of the
University in 1837 made it clear that as an organization supported by the state, “the
institution should be open to all persons in the state who might wish to avail themselves to its
advantages without charge of tuition” (Hinsdale, 1906, p. 27). All students were to be
charged an admissions fee not to exceed $10, and the Regents were free to prescribe such
fees and regulations for non-residents as they deemed necessary. The evidence that exists of
these early students and their activities makes it difficult to confirm if the assertions by the
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University’s critics that the new university and its branches were attended by only the welloff and, consequently, aristocratic. It is clear, however, that the University was not open to all
students, given that women were not permitted to attend until 1870, and while the University
was “tuition” free, an entrance fee was charged, and the branches quite often charged tuition
ranging from $12 to $19 a year (Hinsdale, 1906).
To comment on the accuracy of the charges of elitism without definitive evidence
requires an examination of the context in which the new University operated and developed.
First, the distinction between social classes was less than clear in the early nineteenth
century. While Americans of this time could clearly distinguish between those who had
plenty and those who had nothing, the distinction in status and economic welfare among
professionals, merchants, farmers, and skilled workers was relatively small. This was
especially true in pre-industrial areas such as Michigan. When examining census records
from this period, the researcher found that it was not unusual for individuals to list multiple
occupations, such as farmer-physician. Of the members of the Constitutional Convention,
more than a dozen listed themselves as holding dual vocations (Streeter, 1918).
Consequently, linking one’s vocation with his economic status, as was often done by the
leadership of the University to defend its service to those of modest means, is tenuous at best.
This is not to suggest that wealth did not have an impact on parents’ ability to assist
their children with their education, but it does suggest that merely examining the occupation
of their parents may not provide an accurate indicator of the parents’ and, concomitantly,
their son’s or daughter’s socioeconomic status. Barguest’s (1975) study of education in
Washtenaw County during the 1850s demonstrated a clear relationship between family
wealth and the number of students attending school and the length of time they remained in
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school. Using census records and the value of real property as a determination of wealth, he
found that as children reached their early teens, the time at which students would be either
entering advanced academies or beginning college, a disparity in attendance began to appear
between those who owned little to no property and those from the wealthier families with
larger holdings of property. By their late teens and early twenties, the period of college
attendance, this disparity became even greater, and the number of students who remained in
school narrowed to the wealthiest members of the community (Barquist, 1975).
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Figure 23 School Attendance by Family Wealth as Determined by the Value of Property
Owned, Washtenaw County, 1850
Note: From the Common schooling in the 19th century: A quantitative study of the
determination of school attendance in a Michigan count in 1850, 1975, by C. Barquist,
University of Michigan, unpublished senior thesis. Bentley Historical Library.
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Second, one could not simply show up at the doors of the University and expect to be
admitted. Until the diploma plan was introduced in the 1870s, all students were required to
taken an entrance examination. The preparation for this exam required that a student and his
family invest in levels of education beyond the primary schools. Despite the pleas from
Pierce and other educational leaders of the time, primary schooling in Michigan was not yet
fully subsidized by taxation, and tuition was charged. While those unable to pay were often
able to attend during the short periods that state funds paid for a teacher’s salary, when this
money ran out students were required to pay tuition. This rate-bill structure remained in
effect until 1869. It was not unusual for students of a lower socio-economic status to attend
during these free periods and then withdraw. This clearly limited the number of lower class
students who could complete a primary school education.
In addition to a primary education, students wishing to attend the University of
Michigan would need advanced schooling. While the University operated a preparatory
school for this purpose, this was not a free institution and only remained in operation for a
short time. Given that public high schools and union schools had yet to be organized and the
branches were soon to be abandoned, students would need to pay for advanced forms of
schooling. Consequently, the process of obtaining the necessary prerequisite education
required to enroll in the University eliminated a significant number of students. For many,
the actual expense of school was not the only deterrent. For some, the opportunity costs were
too great for them to continue beyond the most basic levels of education (Barquist, 1975).
The ability of a household to afford the economic costs of sending a child to school included
not only the tuition fees, if any, but also the forgone opportunity of the student to contribute
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to the welfare of the household either through outside employment or working on the farm or
in the family shop (Barquist).
Third, in addition to tuition costs, there were other expenses that a student would need
to bear. To attend the University, most students needed to live away from home.
Superintendent Franklin Sawyer, in his report to the state legislature in 1843, stated that “the
necessary annual expenses of a student in the university proper, including board, use of a
room and janitor, are from $80 to $100” (p. 293). This estimate did not include the incidental
cost of attendance, such as food and clothing. While it is certain that students could and did
work while attending the University and during their breaks, given the wage scales at the
time, it would have been difficult without aid from a parent or sponsor to have completely
funded this venture alone. To be certain, universities and colleges all across the country had
students of modest means successfully attend and complete a degree program. However, it is
reasonable to assume that this number was relatively small and that the student body at the
University of Michigan would reflect these trends. Over time, the rising cost of attending the
University and the limited amount of aid available for students at the University of Michigan
would lead to a continuing decline in the number of students of modest means able to attend
the University (Nidiffer & Bouman, 2004).
In addition, as early as the 1850s, legislators were complaining about the growing
number of out-of-state students enrolling at the University. By the 1860s, out-of-state
students would constitute forty-six percent of the student body and by 1866 this number
would grow to more than sixty-percent (Peckham, 1994). It would be safe to assume that
these students were not from families of modest means. Given that the fees generated from
these out-of-state students provided a significant amount of student-generated revenue, it is
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little wonder that it was at first a tacit and then an expressed policy of the University to
encourage the enrollment of out-of-state students. It is evident that the percentage of students
of modest means attending the University was small, given that nearly half the student body
grew to represent a wealthier student given their nonresident status.
Finally, the University of Michigania begun with Woodward’s French plan and
carried forward as the University of Michigan more or less on the Prussian system was, from
its founding, to be modeled after the finest universities in the world. While in its earliest days
the so-called university functioned more like an old-fashioned college, the Prussian ideals of
a university, which were to educate a professional class in a manner that would place them
above the common run of men, were embedded in the fundamental beliefs of the University’s
founders. In spite of Tappan’s assertion to the contrary, to the leadership of the state at this
time, who favored the application of state resources for the support of enterprises that they
deemed in the “public interest,” the image of a prestigious university was quite appealing. As
Governor Mason (1851) remarked in his first address to the State Legislature, under proper
direction the University could be rendered “an ornament and honor to the west” (Pierce,
1874, p. 21).
The grand designs put forward by the Board of Regents at the University of
Michigan’s founding reflected their plans to create a distinguished university worthy of the
name. Hiring the renowned architect Alexander J. Davis, the Regents proposed the
construction of an elaborate Gothic building with wings and a façade befitting a grand
cathedral. While Superintendent Pierce praised the plans as a magnificent design, he refused
to give his assent as the estimated cost of construction was a half a million dollars or twice
the whole sum then realized from the land grant (Peckham, 1994; Hinsdale, 1906). “It was
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not good sense,” scolded Pierce, “to pay so much for a building that the academic work
would be crippled” (in Hoyt & Ford, 1905, p. 86). In addition to the grand building scheme,
the Regents spent nearly $10,000 to procure scientific and library collections. In 1838, they
purchased 2,600 geological specimens for $4,000, which were said, at that time, to surpass
Yale’s collection (Peckham, 1994). Before a building was completed or a class called to
order, the University had acquired the accoutrements of a prestigious university.
Given the poor financial conditions of the state, the Regents’ plans, while
commensurate with their grand strategy, were too large for the nascent State. Over the first
half dozen years of its existence, the University struggled for its very survival; often there
were more professors and Regents than students. It is little wonder that, by the early 1840s,
the Regents were complaining that the branches, which they were charged to support, were
drawing largely from the funds designed for the construction of the university (Gower,
1880). Rather than sacrifice the main university, the Regents elected to lop off the branches.
The “people’s university,” which was to stand atop an educational system that would link
primary, intermediate, and higher education into one universal system serving the needs of
all Michiganians, would soon stand outside and above the rest of the state’s system of
education.
The Regents, from the beginning, believed that the act that created the University of
Michigan in 1837 had serious defects. They believed that the State Legislature and the
Superintendent of Public Instruction, under whose consent they operated, unduly limited
their authority. They complained that they did not have control over the management of the
University fund and that the duties of the Superintendent, as they related to the University,
“were unnecessary and onerous” (Shearman, 1852, p. 54).
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In 1849, a ground swell of “populist” sentiments among the farmers and laborers
would bring about the call for a constitutional convention. This convention was held in
Lansing, the new capital, in the summer of 1850. With the new constitution, the Board of
Regents gained the independence they had sought and were free from all other institutions in
the state (Brooks, 1949). Most significantly, the University was separated from the
Superintendent of Public Instruction and removed from the control of the State Legislature.
No longer was the University a statutory institution; it was created by the constitution and,
within its sphere, equal in power to the legislature, the governor, and the judiciary—the
Board of Regents was now a branch of state government.
Board of Regents

Legislature

University of
Michigan

Superintendent of
Public Instruction

Governor

Judicial

Board of Education

MSNS

Graded & Union
Schools

Common Schools

Figure 24 1850 Constitutional Arrangement of Public Schooling in Michigan
The Regents now had direct supervision of the University and control of all revenues from
the University fund. Constitutionally derived, the Board of Regents had all the power
necessary to govern the affairs of the University and no longer faced interference from the
Superintendent or the state legislature. Ironically, in a constitutional movement that arose
from the farmers’ and laborers’ distrust of the elitist motives of politicians, the University of
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Michigan became an independent institution free to pursue the elitist vision of grandeur
implicit in Woodward’s Catholepistemiad.
By the time the State opened its second institution of “higher” education in 1853, the
University of Michigan was well on its way to becoming an institution that focused its
activities on educating a select pool of students. As Nidiffer and Bouman (2004) have
suggested, while in its founding it may have been the intent of the educational leaders of the
state and general public to provide all people of Michigan with access to higher education,
the competing interest to create a great university, on the Prussian model, caused the
university to become less available to students of modest means. Rather than creating a
university that would serve the people, the university would turn its focus to the creation of
knowledge and the preparation of professionals who would circuitously address the needs of
all the state’s citizens (Nidiffer and Bouman, 2004).
With the arrival of the University’s first President, Henry P. Tappan, in 1852, “the
‘idea of Michigan,’ planted by Judge Woodward, watered by Superintendent Pierce, burst
into bud with Tappan” (Peckham, 1994, p. 39). Through his travels in Europe, Tappan had
become enamored with the German universities. In fact, he was well acquainted with the
French philosopher Victor Cousin. He had published four earlier books on philosophy that
were influenced by the writings of Cousin (Hinsdale, 1906). In his University Education,
published in 1851, he had set forth his ideas on higher education. While some were arguing
for popular education to facilitate the Jacksonian elevation of the self-made man, Tappan
argued not for popular education in opposition to the classical colleges that provided an
education for selected young men but that these colleges were not giving their elite students
the distinction of a thorough education. “The undergraduate course, after all that can be done
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to perfect it,” he wrote, “is still limited to a certain term of years, and, necessarily, embraces
only a limited range of studies” (Hinsdale, 1906, p. 43). If a student wished to pursue further
studies, Tappan claimed, he would look in vain for an institution worthy of his consideration.
He wished to develop that institution, an institution that would cultivate the originality and
genius of a select and talented few (Peckham, 1994). Tappan sought to create an institution
that would move from the mere dissemination of knowledge to its creation and placed
“graduate and professional studies” as the focus of the university’s mission. He believed that
this alone could lead to profound and finished scholarship, and from his earliest days in Ann
Arbor, he sought to establish courses for those who had graduated. While the University had
originally been organized into three departments—the Department of Literature, Science, and
the Arts; the Department of Law; and the Department of Medicine—it operated much as the
colleges in the east, with all students pursuing a “classical” course of study. It would be
under Tappan that a scientific course of study, parallel to the classical courses, would be
established with an emphasis on research and professional studies.
With the abandonment of the branches in the 1840s, and the constitutional changes in
1850, the University had severed its links to the primary schools of the state. While the
University of Michigan would continue to exert influence over the nature of the common
schools through its direction of the curriculum to prepare students for the University, it no
longer would share in the primary schools’ mission of educating the common element of
population. In addition, the University’s leadership would also seek to place undergraduate
education in a subordinate position to that of graduate and professional studies, “in
accordance,” wrote Tappan (1852), “with the educational systems of Germany and France”
(In Hinsdale, 1906, p. 43). This, he believed, would distinguish the University of Michigan
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from the other colleges then in operation in the United States. It is little wonder, then, that the
University showed little interest in providing preparatory education for primary school
teachers when this was suggested in the late 1840s.
Instructors for higher education and advanced levels of schooling operated under the
assumption, then prevalent in America educational circles, that broad culture and subject
matter alone would sufficiently prepare one for successful teaching. In his writings,
University of Michigan President Henry Tappan, in what would become known as the
“Tappan Principle” or “Tappan Law,” asserted that teachers needed an educational
background that terminated at a level above that which they would later teach. While those
who promoted advanced training for primary school teachers would use this principle to
validate their position, it would also serve as a justification for the exclusion of primary
teacher preparation from the University. Consequently, professors and teachers of advanced
levels of schooling would derive their professional status from the disciplines within which
they would be trained, while primary school teachers required only rudimentary academic
preparation, at a level far below that of an undergraduate’s preparation. From this
perspective, the training of primary schoolteachers was to remain firmly in the world of
elementary schooling, apart from the hallowed halls of the University of Michigan.
Though Tappan’s vision of a university that emphasized graduate and professional
studies and research would take decades to establish, this continued a trend that moved the
“people’s university” further from the common people it was purported to serve. With the
abandonment of the branches, secondary education was left to languish and for some time to
be furnished only by private schools and denominational academies (Putnam, 1904).
Moreover, as the University evolved, significant numbers of students found themselves
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without access to any form of advanced education. Those of modest means would continue to
look to the state to provide their children with access to both intermediate and higher
education—a people’s college—and, the educationalists, an institution to train teachers for
the expanding primary schools. This structure would serve to divide more firmly those who
had the means to gain access to advanced forms of education and those who had to rely on
the “inferior” schools and teachers for their education (Pierce, 1837).
The Demand for the Preparation of Common School Teachers
While Pierce’s successors repeatedly asserted that something should be done to
improve the quality of teachers, rather than recommend the establishment of a normal school
they suggested that teachers’ associations and institutes would provide the teachers needed
for the common schools of the state. By the time Ira Mayhew assumed the Superintendency
in 1845, it was obvious that the branches of the University were not going to provide much
assistance in the preparation of teachers. In his first report to the State legislature, he reported
that only thirty-six students were enrolled in a teacher’s course that year (Putnam, 1904).
While the branches had prepared some individuals for teaching, overall the branches had not
been as successful as had been anticipated. Other means would have to be found to prepare
teachers for the common schools of the state.
A Calling to Teach: Teachers’ Institutes
Before arriving in Michigan, Mayhew had public school experience in New York. It
was during that time that he became acquainted with teachers’ institutes. These institutes
drew their genesis from the earliest attempts to train primary school teachers at the turn of the
nineteenth century. These attempts at developing teacher training for common school
teachers had been made in the northeast within private academies and theological seminaries.
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These efforts had failed due to a lack of funding and the inability of students who would seek
instruction in teaching to remain enrolled in these institutions for any length of time. Those
who taught in the rural common schools often came from the ranks of the student body and
were, in fact, “common” students themselves. These early efforts at teacher training in a
single institution proved to be too restrictive and unable to meet the immediate need for
qualified teachers. Teachers and educational leaders began to recognize the difficulty of a
sustained course of instruction for most students and began to assert that “the facilities for
preparation be brought to the aspirant teachers rather than the reverse” (Mattingly, 1975, p.
41).
The notion of “traveling teachers’ seminaries” was not a new concept. In 1832,
Samuel Hall organized the School Agents’ Society after his failed attempt to sustain a
teachers’ seminary at the Andover Theological Seminary. This organization would begin the
development of lyceums, or circuit schools, which “aimed to educate the public, recruit
teachers, and develop methods for preparing teachers” (Mattingly, 1975, p. 36). Unlike the
British model of a lyceum upon which this experiment was based, these would not have a
fixed location; rather, itinerant or circuit teachers would travel from town to town and hold
periodic lyceum meetings in which they would provide educational experiences for the
members of the community. It was hoped that these events would challenge public apathy for
education and inspire an “awakening” in the young men who participated in these sessions—
a “calling” to teach (Mattingly, 1975). While these lyceums proved to be popular, they were
limited in their ability to provide the sustained form of teacher training deemed necessary to
provide the quality teachers needed for the expanding common schools.
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In 1839, Henry Barnard established what would become the model for future
teachers’ institutes. After having failed to secure state support for a normal school, Barnard
organized a “Teachers’ Class” at the Hartford Grammar School. This program lasted several
weeks and attracted twenty-six young men to the sessions. Teachers attending this program
received instruction in the subjects of the common schools and lectures on the theory and
practice of teaching (Mattingly, 1975). With a desire to meet the growing demand for
teachers, Barnard believed these classes should be held two to three times a year throughout
the state and, if conducted properly, could be an appropriate substitute for a normal school
(Mattingly, 1975). The concept of teachers’ classes held for three- to four-week periods in
locations throughout the state proved to be so successful that institutes rapidly spread
throughout New England and later the rest of the country. “By the late 1840s institutes were
the most prevalent teacher preparation agency in America and touched the lives of more
teachers than any other educational institution” (Mattingly, 1975, p. 71).
The structure of these institutes had their roots in the Second Awakening revival
meetings that swept across New England and the Northwest at the beginning of the
nineteenth century and reflected the current perception of pedagogical preparation as
grounded in a form of moral religiosity. It is little wonder that these institutes reflected these
influences, given that many of the earliest educational reformers were themselves clergy who
saw teaching in many ways as an extension of the pulpit. Teaching, like the ministry, while
seen as an important vocation, was not accorded the same “prestige” as other occupations in
which one was thought to “work” for a living. Unlike other “professions,” the ministry was
dependent on the goodwill and generosity of those they served, with the church often under
the control of the laity rather than the minister. Like teachers, early ministers often worked in
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an additional line of work for their sustenance. Consequently, these early educational leaders
found the elements of ministerial training to be most appropriate for the preparation of
teachers. Fundamental to this training was the “awakening” of moral character and
inspiration of an aspirant to the “calling of teaching.” Because of this, these institutes, like
the revival, sought to transform the inner man (Mattingly, 1975). Henry Barnard called
teachers’ institutes an “educational revival agency” (Kaestle, 1983, p. 129). The
educationalists’ notion of teacher preparation was linked to the establishment of a community
of teachers who shared in a transcendent moral and spiritual rebirth. Rather than autonomous
practitioners, independent in thought and action, teaching was to be defined by uniformity
and conservatism. Reformers wanted to affect a sense of shared mission in prospective
teachers, “a sense of common identity with colleagues and the profession” (Mucher, 2003, p.
33). The Illinois superintendent of public instruction explained that these annual institutes
should be to teachers “what the yearly pilgrimage to Mecca was to the ancient Arab—the
source whence he renews the spirit and life of his existence (Kaestle, 1983, p. 129). While
intellectual or academic training and teaching methods were a component of these institutes,
these comprised just a small portion of a program that had as its focus the moral awakening
of the attendants and the promotion of a professional ethos. As historian Mattingly (1975)
described:
Prayers and hymns were not only incorporated into the actual proceedings
but usually began and concluded the main exercises and lectures of an
institute…Numerous expressions, such as “filled with the spirit,” “the
holiness of the work,” the “vocation of teaching,” being “called,” “fixing

288
attention,” and, of course, “awakening”…bore striking similarities to the
rhetoric of the religious revivals. (p. 67)
Mayhew recommended in his first report to the Michigan Legislature that teacher
institutes might be organized in each county and made accessible to every teacher. His
affection for teachers’ institutes was also derived from his concern that teachers would be
unable to attend a single institution and teachers’ institutes, organized in each county, could
be made accessible to every teacher. He also believed in the moral and religious objectives of
these institutes, praising those who led institutes for “their devotion to the great work of
popular education,” and referring to them as “common school missionaries” (Ninth Annual
Report, 1845, p. 102). “Would it not be well,” argued Mayhew, “to encourage their
establishment in this state by legislation?” (Ninth Annual Report, 1845, p. 103). While
Mayhew believed that normal schools would prove to be indispensable to the perfection of
the public school system, he felt there were more pressing needs, with the most urgent being
to popularize education throughout the state. Superintendent Mayhew believed that teacher
associations, teachers’ institutes, and an educational journal would more effectively
accomplish these ends.
During his tenure as superintendent, Mayhew worked tirelessly to establish all these
programs. The first institute organized in the state was held on October of 1846 in the village
of Jackson under the sponsorship of the Jackson County Teachers’ Association. Thirty-six
teachers attended, with the expenses for the event being covered by members of the local
community. In the summer of 1847, a convention of delegates from various county teacher
associations met in Ann Arbor and organized the Michigan State Educational Society. In his
1847 report, Superintendent Mayhew reported on an “awakening” of a general interest in
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education throughout the state and stated that “not less than a dozen” institutes had been held.
“The enlightened policy pursued by the friends of education,” he wrote, “and the zeal they
manifest, are above praise” (Eleventh Annual Report, 1847, p. 103). In spite of his appeals to
the state legislature for an appropriation of funds for institutes, internal conflicts over the
control of such funds, policies over how institutional locations would be determined, and
whether it was appropriate for the state to participate in what some perceived as a private
responsibility, prevented any provisions being made for their support. Those who represented
denominational interests and private academies sought to have whatever funding would be
allocated to teachers’ institutes placed in their hands, while others championed the cause of
renewing the branches and a normal school. Therefore, while the debate raged over the
state’s role in teacher training, privately funded teachers’ institutes flourished throughout the
state and represented the most significant form of teacher training available.
In spite of the lack of legislative support, teachers’ institutes prospered. Though not
endorsed by those who supported the establishment of a normal school, or at least viewed
only as a stop-gap measure, the concept of providing instruction in “non-traditional” settings
nevertheless influenced the Normal throughout its history. While practicality and reality
would seem to suggest that “bringing instruction” to those who did not have the means to
pursue education outside the narrow confines of their communities reasonable, “nontraditional” methods of instruction would always be viewed as not quite legitimate. Many of
the supporters of the establishment of a normal school and, later, the leadership and many
within the Normal’s faculty would share this view. It should be remembered that most of the
leaders within the normal school movement (and later those who would direct the Normal
and many of its faculty) were themselves college educated. As such, they did not view the
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“quasi-academic” teachers’ institutes as the appropriate method for providing the type of
instruction they viewed as necessary to elevate teaching to the status they wished to achieve.
These leaders could not conceive of an institutional structure that did not conform to their
notion of academic legitimacy, which was built upon their collegiate experiences. Even
though these early leaders often resisted calls to incorporate “normal training” within existing
colleges, legitimacy from their perspective could only be attained if the new institution they
wished to created was modeled after a collegiate structure. Teachers’ institutes, for many
educationalists, were not seen as academically legitimate.
The Michigan State Normal School actually began with a teachers’ institute held on
campus before classes officially began. Throughout its first 50 years, the Normal would play
host to a number of teachers’ institutes in what today would be viewed as extension courses
or continuing education. Yet even holding a summer session was not viewed as a legitimate
activity, with summer sessions not becoming an official part of the Normal’s academic
calendar until 1899 (Isbell, 1971). It appears that, from the beginning, the leadership of the
Normal failed to grasp the fact that the Normal would be populated by “non-traditional”
students, students who would take a class here and there for their personal advancement,
return to school following extended periods of teaching or working in other occupations, and,
for many, take enough classes to satisfy their individual needs and never complete a program
of study. Even in its early years when the Normal came to resemble a preparatory institute
and later when the Normal was “accredited” by the University of Michigan’s “Diploma
Plan,” few students made their way to the Michigan Campus (Register Report, 1880).
Throughout the Normal’s history, the students attracted to the Normal and the developing of
programming for this population would be in tension with the “legitimate” view of an
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academic institution, even one that was to be established to fill a specialized educational
mission—the preparation of teachers.
However, these portends of the future could not be known to the leaders who sought
to establish a normal school in Michigan. Yet their vision of an improved status for teachers
(and concomitantly, the quality of teachers) was built upon improving the quality of students
attracted to teaching and, as will be seen, guided their designs and forever relegated “nontraditional” methods of instruction, for what was believed to be “non-traditional” students, to
the margins; a destiny that would come to haunt teacher education as the Normal moved in a
collegiate direction.
An Institute for the Training of Teachers
As early as 1836, the framers of the Michigan constitution were confronted with
providing the means by which competent teachers might be secured for the schools of the
state. In his first report to the state legislature in 1836, Superintendent Pierce endorsed the
Prussian system of educating teachers through normal schools and recommended the
adoption of a similar plan:
If education is science, how is it to be understood without study? And, if
teaching is art, how can it be successfully practiced without suitable
preparation? How then can the profession of teacher be esteemed, if men
generally enter it who know little or nothing of either. (in Putnam, 1904, p.
49)
However, rather than advocate for a single institution, he had proposed that normal schools
be established in the branches of the university. Yet as these institutions reflected a more
preparatory function for the University, they proved unwilling and inadequate in preparing
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teachers for the common schools. Concerns over the quality of teachers continued to appear
throughout the state. In the Niles Register, (March 3, 1838) it was written that:
Complaints are everywhere made that good teachers cannot be obtained. The
truth is, that teachers, as well as others, will generally be governed by selfinterest and unless their emoluments bear some proportion to the talents and
labor required, suitable qualified teachers need not be expected (p. 4)
Pierce and his allies believed that so long as teachers were not trained they would lack the
professional status to command wages to sufficiently attract qualified and quality individuals
to teaching. Pierce believed that school boards would continue to “purchase the cheap
commodity” of undereducated teachers so long as the state did not mandate minimum
salaries. School boards would continue “an almost universal employment of incompetent
teachers.” This, in Pierce’s opinion, amounted to “a waste of money, a waste of time, and a
waste of intellect” (in Dain, 1952, p. 234). An institution for the training of teachers was
thought the only mechanism both to train a large pool of teachers and to mitigate the
parsimonious and destructive tendency of local school boards (Mucher, 2003).
Succeeding superintendents, Sawyer in 1842 and Comstock in 1843, continued to call
the legislature’s attention to the need for a school for the preparation of teachers. “In some
foreign countries,” wrote Franklin Sawyer (1841), “the art of teaching is taught like any other
art” and “in Massachusetts no less than three normal schools have been established” (p. 54).
He did not urge the immediate establishment of a normal school but raised the question as to
whether the branches of the university were keeping their commitment to train teachers
(Flokstra, 1932). Sawyer complained that the normal school principles were not yet
incorporated into the branch system and that one or more of the branches should make
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teachers a part of their instruction (Sawyer, 1841). During these early years, however, the
state was struggling for financial existence, and nothing more was done for the establishment
of a normal school. The general sentiment in the legislature was that any extra money that the
legislature might have should be put into the branches of the University of Michigan rather
than a new institution (Barry, 1843).
In 1847, Governor Felch argued, “The chief obstacle of our school system is found in
the deficiency in the qualifications of teachers” ( p. 150). He referred to the normal schools
as an institution that in other states had proven beneficial in this regard (Snarr, 1941). Yet the
legislature again failed to respond to the Governor’s and other educational leaders’ concerns
regarding the quality of teachers. For many, the pressing need was for an increase in the
quantity of teachers and this, Superintendent Mayhew continued to argue, could be addressed
more economically in county teachers’ institutes. In 1846 and again in 1848, two bills sought
to “establish a branch at the university as a state normal school” (Whitney, 1931, p. 14-15).
The advocates of this plan could not muster enough strength to force either bill through the
legislature (Sebaly, 1950) as the regents of the University deemed pedagogy an
“inappropriate subject” for a university (Hinsdale, 1905, p. 11). The regents feared that this
new venture would compete for already scarce resources and sought to resist the imposition
of state control that this new normal branch implied. In addition, those within the common
school movement believed that the institution for the training of common school teachers
should be a separate school. Because the position of the common school teacher was in such
low repute, they feared that in grafting teacher preparation onto another institution of higher
learning, the pupils preparing to be teachers would instead be influenced to follow other
pursuits.
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A final attempt was made to revitalize the failed branches of the University. By law,
the Superintendent of Public Instruction was to appoint annually a Board of five Visitors
whose job it was to examine all the departments of the University and report to him their
observations and recommendations. When the Board of Visitors issued a report in August of
1847 on the condition of the state’s University, the chairman of the Board was former
Superintendent Pierce. He asserted that for the University to flourish, there was a need for
good grammar schools, seminars, or branches of the University “to fill the space between the
common schools and the University” (Report of Board of Visitors, 1847, p. 19). While the
report endorsed the establishment of a state normal school, the central theme of the report
was the need to develop intermediate institutions that would provide students for the
University and a secondary level of schooling for the majority of the population (Isbell,
1971). In the intermediate schools and seminars, Pierce argued, “our youth in large numbers,
whose circumstances would not permit them to engage the higher instruction of the
University, might obtain, if not a finished, certainly a highly valuable and practical education
in almost all departments of instruction” (Pierce, 1847, p. 15). The proposal for a normal
school was a repetition of Pierce’s long held vision to develop an educational system that
encompassed all levels of schooling (Pierce, 1853).
Others also lamented the demise of the branches and supported the Board’s plan. The
farmers, laborers, and craftsman of Michigan were also interested in access to education
beyond the common schools. They believed it appropriate for the state to provide an
intermediate level of schooling for their children. Whether the normal school was to be an
institution created exclusively to prepare teachers for what Pierce referred to as the inferior
schools of the state (Pierce, 1837) or an intermediate form of education for those whose
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“circumstances” would not permit them to engage in higher education, the conflict over the
function of the institution would be key in shaping the institutional form taken by the new
normal school.
Train Up the Young Spirits of Our Country
The Board of Visitors’ report not only called for an institution that would provide
“learning of a higher order” for the common folk of the state and the preparation of teachers,
but they also provided a practical solution to the funding problems experienced by the
branches (Report of Board of Visitors, 1847, p. 19). The Board resolved, “That it is expedient
that the salt spring lands should be appropriated to the support and assistance of a state
normal school, branches of the University and other seminaries” (Report of Board of
Visitors, 1847, p. 20).
The use of salt as a preservative made it an extremely valuable commodity in early
America. The state geologist had determined that there were large salt deposits to be found
along the Grand River south of Grand Rapids and at the mouth of the Salt River, in quantities
sufficient not only for home use but for exportation. In the Congressional Act of June 1836,
establishing the terms under which Michigan would be admitted to the Union, it was
provided that all salt spring lands found within the state, not to exceed twelve in number,
would be granted to the state for its use (Webber, 1881). These lands could not be sold or
leased for a period of ten years without the consent of the U.S. Congress. By 1848, this
restriction had expired and the lands were now available to fund the State’s Normal school.
Two petitions were placed before the House the following year asking for the
establishment of a state normal school for the preparation of teachers for the inferior schools
of the state (Sebaly, 1950). The petitions were tabled without action (Jackson, 1926). The
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chief opposition to a normal school came from then Superintendent Ira Mayhew who
believed that a normal school was not an urgent need relative to other requirements facing
public education. Fearing that public school funding would be diverted to fund a normal
school, Mayhew reported in 1849:
During the past year, there have been employed in our public schools
1,413 male and 2,436 female teachers. With or without a State Normal
School, we must depend mainly upon these [teachers’ institutes] to supply
our schools with teachers, for some years to come…If we can provide a
course of normal instruction of which the present generation of teachers
can generally avail themselves we accomplish two fold good…Let three or
four Teachers’ Institutes, or Normal Classes be held annually, or at most,
semi—annually, (fall and spring) in different parts of the State, as shall
best accommodate the whole State…This would, in my opinion, at
present, be far better than establishing a single State Normal School,
inasmuch as it would afford an opportunity of benefiting a greater number
of teachers, in a more acceptable manner, and at less expense. ( p. 25)
In addition to teachers’ institutes, Mayhew was of the opinion that the nascent Union schools
would soon be able to contribute to the preparation of teachers for inferior schools (Jackson,
1926). A Union school, he argued, was a good substitute for a normal school or teacher
seminary (Sebaly, 1950).
Mayhew was not the only one opposed to the Normal School. Many of the
denominational groups that had established private colleges or academies, or sought to
establish such, argued that a single normal could educate but a small portion of the teachers
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necessary to supply the public schools with teachers. It was argued that if a small
appropriation of the Normal School funds were made available to the denominational
colleges and academies throughout the state, they would be able to develop their own normal
departments and more adequately provide the trained teachers needed in the state (Dunbar,
1935). These denominational institutions had been unable to persuade the legislature to
rescind the State University’s monopoly over the granting of degrees, and they would fare no
better in swaying the legislature to provide funds for sectarian institutions to train teachers.
In spite of the opposition, the die was cast. For many in the state, teachers’ institutes
were viewed as inadequate in providing the full course of preparation for common school
teachers due to their brief periods of instruction, but, more importantly, they lacked academic
legitimacy. Institutes were perceived as only partially achieving their purpose (Snarr, 1941).
Also, pressure from the Board of Visitors, relative to the conditions of the branches,
convinced many in the state that it was time to establish a state supported normal school. In
addition to the demand for trained teachers, this institution represented to the general
population of the state a publicly funded intermediate level of education that had all but
disappeared with the demise of the branches.
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Figure 25 Conflicting Purposes of the Normal School
Governor Ranson issued a call for the expedient establishment of a normal school in
his 1848 address to the State Legislature. With the concerns of outlying legislators placated
by assurances that practical agricultural subjects would be taught at the normal, former
Superintendent Oliver Comstock, a proponent of a normal school and chairman of the
Committee on Education in the House of Representatives, was able to push a bill through the
legislature to establish a Normal School. The Act to found a Normal School was signed into
law by the governor on March 29, 1849 (Sebaly, 1950).
Act No. 138, an Act to establish a State Normal, set aside 25 sections of salt spring
land to set up a Normal School Endowment Fund, and created a Board of Education to
oversee all aspects of the new school and procure a site and erect buildings “in or near some
village in this state, where it can most conveniently be done and where in their judgment it
will most subserve the best interest of the state” (Public Act No. 138, 1849, Section 2).
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On October 5, 1852, the Michigan State Normal School was dedicated. As the
dignitaries that attended the dedication on that crisp autumn morning lauded the virtues of an
institution dedicated to the preparation of teachers, the seeds of the Normal’s identity crisis
had been sown. While professional educators had appealed for the establishment of an
institution to train teachers, much of the public’s support had little to do with teacher
preparation. For the working-class citizens and the farmers of the state, the Normal
represented an opportunity to secure a level of learning above the common schools. Within
the purposes established for the Normal School by the State Legislature can be found the
contradictions that would define the State’s Normal School for the next century: “the
exclusive purpose of which shall be the instruction of persons…in the art of teaching, and all
various branches that pertain to a good common school education; also, to give instruction in
the mechanic arts, and in the arts of husbandry and agricultural chemistry, in the fundamental
laws of the United States” (Public Act No. 138, Section 1). Even as these words were being
written, conditions were arising that would lead educators throughout the State to question
exactly what the new Normal School’s role was to be in the State’s educational system. With
no institutions between the common schools and the State University, the branches having
been discontinued and the high schools and union schools only in their infancy, the normal
school was in reality a substitute for the branches. It was the only school of the same grade as
the now defunct branches and, as such, was to be a teachers’ school, a farmers’ school, and
an academy all in one (Gower, 1880; Snarr, 1941; Sebaly, 1950).
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Figure 26 Evolution of Schooling in Michigan
While in 1855 the state would found an agricultural college and relieve the Normal of
that function, the slowly developing high schools and union schools would require the
Normal to provide academic instruction for its students and function as an academy, a
predecessor to high schools, for some time.

Table 7
Functions of the Michigan State Normal School at Founding

Teachers Training
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Basic Writing & Ciphering
Preparation for Higher
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As the Reverend Pierce exulted the need to “preserve, that teachers may be qualified
to train up the young spirits of our country,” at the dedication, the effective purpose of this
new institution would be shaped by the conflict that these contradictions gave genesis to
when the Normal was founded (Pierce, 1853).
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PART II: TEACHERS FOR THE COMMON SCHOOLS
The Michigan State Normal School
The Michigan State Normal School (MSNS) was created at a time when the state was
experiencing tremendous growth and was beginning a period of transition. Not yet a
generation away from its territorial beginnings, the state was on the threshold of a new era
(Catton, 1984). While the northern tier of the state would retain its frontier qualities for years
to come, much of the southern and central tiers had been cleared of forests and replaced with
“civilized” society. Born of a pioneering era, the people of Michigan were being compelled
to shape themselves to an entirely new one.
In the fifteen years since the first Constitutional Convention in 1835, the population
of the state had increased by more than 300 percent from 87,273 to nearly 400,000 (Walker,
1874). While the State Board of Education was searching for a suitable location for the
Normal, public schools were spreading throughout the state. When the first class entered the
Normal in the winter of 1853, there were 3,383 school districts serving more than 100,000
students and employing more than 4,000 teachers (Smith, 1881). This growth would not slow
during the first ten years of the Normal’s existence as the state’s population, along with the
number of pupils and teaches, would more than double.
The Changing Character of Michigan
With this growth came an increase in the diversity of the population and a gradual
shift in the temper of the state. Michigan contained millions of acres of farmland and the
leadership of the state made great efforts to acquaint the new populations arriving in America
with the rich resources available in the state. Detroit, once a modest frontier village, was now
a growing city of commerce and trade. Roads, canals, and railroads were beginning to stretch
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across the state, and what were once small enclaves of pioneers were now becoming villages;
villages, towns; and towns, cities.
After the early years of economic hardship brought on by the financial panic of 1837,
an air of optimism and prosperity swept through the state. The abundance of the state
convinced many that there was more than enough for all. “From animals to fertile soil, from
great forests to deep veins of ore and mountains of minerals, there was so much of everything
that whole generations based thought and action on the faith that there would never be an end
to it” (Catton, 1984, p. 181).
Just below the surface, though, were the undercurrents of conflict that would reshape
the political landscape of Michigan. Michigan’s development was carrying the state to
extremes that many Michiganders of the mid-nineteenth century found troubling. For those
who believed that New Jerusalem could be inhabited only by the orthodox, the flood of
immigrants, upon whose shoulders much of the state’s prosperity would be borne,
represented a threat to Michigan civilization and should be discouraged.
However, for a larger segment of the population, the currents of change were
heralding a more ominous shift in the nature of American and Michigan society. Alexis de
Tocqueville (1838), who had seen America in an earlier time, had prophesied that before
long “Man will be less and less able to produce, of himself, the commonest necessaries of
life” (p. II-116). The tradition of individualism, which ran deep in American culture, was
based upon this frontier ability (Catton, 1984). The men who had made their way to
Michigan came to pursue unlimited opportunities and had no thought of restraint. “They owe
nothing to any man,” wrote Tocqueville (1838), “they expect nothing from any man; they
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acquire the habit of always considering themselves as standing alone, and they are apt to
imagine that their whole destiny is in their own hands” (p. II-106).
In spite of their continued adherence to a populist philosophy of individualism, the
common men of Michigan were coming to the realization that their destinies were coming to
be controlled by forces outside themselves. The very internal improvements that they had
supported and believed would bring prosperity and civilization to the state (and that they
subsidized through state charters and taxes), also brought profits to mines, saw mills, and
wheat fields. The once independent pioneers who had been free to exploit the abundant
natural resources they found in the wilds of early Michigan now found themselves exploited
by the railroad magnates, lumber barons, and industrialists who controlled their markets and
the products they no longer produced for themselves.
Against this backdrop, a political revolution was to unfold. While the conservative
faction of the Democratic Party had dominated state politics since statehood, the fragile
coalitions they had formed to sustain their hold on state government would begin to unravel
in the late 1840s. In the same year that the Act to establish a normal school was passed by the
state legislature, the people of Michigan called for a constitutional convention to revise the
constitution of 1835. This would mark the beginning of a period of political realignment and
would bring together an oddly assorted mix of political ideologies—abolitionists, Free
Soilers, antislavery Democrats, conscience Whigs, nativists and populists—culminating with
the formation of the Republican Party in 1854. While much of this realignment can be
attributed to the conflict over slavery, the anti-slavery forces were but one element in the
shifting alignments in Michigan (Dunbar, 1935). From the beginning of the statehood period
until 1854, there was a pronounced lack of unity among any of the political parties in the
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state. On national as well as state and local issues, factions within the parties formed
coalitions with the other or a third party in an attempt to gain control of state government
(Streeter, 1918).
The Republican Party, which emerged from the shifting political environment in
Michigan, was representative of several reform movements that had been growing in
influence during the proceeding decades. The Whigs would see the more radical and populist
elements of the party split with the “old guard” in the party who represented the wealthy elite
of the state. These radical Whigs represented the emerging professional and middle class who
had won some privileges and hoped to win more or at least defend the ones they had. They
championed the cause of individualism as much to free themselves from what they perceived
as the corrupt control of the elites within their party as to lend actual support to a common
man’s populism. Many of these radicals were also strong abolitionists and reacted
unfavorably when the conservative members of the party acquiesced to all the compromise
measures related to the slavery issue and put the preservation of the Union and “national
prosperity” ahead of the abolishment of slavery (Streeter, 1918).
Within the Democratic Party, the anti-slavery Democrats, who were dominated by the
Protestant moralists in the party, would break with the emigrant factions and more
conservative elements who supported the concept of popular sovereignty. While the antislavery Democrats stood firmly against the spread of slavery, they were also radical in their
views of social organization and stood against the power held by men of wealth and adopted
a populist outlook. From their perspective, the commercial elite had gained a monopoly of
power through state favors, and the leadership of their party, who in their opinion controlled
state government for too long, had favored this class over the common elements of the party.
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In addition, the Protestant constituents in both parties stood against what they
perceived as the growing threat from immigrant and Catholic populations. Temperance,
Sabbath observance, and other Protestant moral issues would contribute as much to the
realignment of the political environment in Michigan as did the anti-slavery and populist
movements. These Michiganders concerned themselves with such questions as, “How far
shall slavery be extended?” “Who is an America?” or “Which version of the Bible should be
taught in our public schools?” (Theobald, 1990, p. 93). The Republicans were able to build a
broad coalition by blending Protestant moralism, nativist sympathies, and abolitionist
sentiments with a form of competitive egalitarianism built on capitalistic principles.
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Figure 27 Political Parties in Michigan 1850
The new constitution would reflect the emerging coalition between the Protestant
moralists and abolitionists, and the populists. Twice as long as the old one, the new
constitution demonstrated a clear populist tendency and a distrust of politics and elites. More
offices were made elective, salaries were specified, conflicts of interests for officeholders
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were defined, and the suspension of species payments by banks was prohibited. In addition,
from out of this political realignment would emerge a reconfiguration of higher education in
the state. The University of Michigan Regents were now to be elected by popular election,
the University to be freed from its tether to state government, and an intermediate level of
schooling for the common folk of the state and an institution for the preparation of teachers
for the inferior schools was to be established.
The Purpose of the Normal?
From the moment the doors of the Normal opened, questions about the role of the
normal school were raised, which would reverberate throughout the institution for decades.
What was the purpose of the Normal? Whose purposes were to define the ends to be served
by the Normal? Who was the Normal to serve? What relationship was the Normal to have to
the other schools within the state? How would the conflicts over the purpose of the Normal
be influenced by, and concomitantly influence, the conceptualization of teacher preparation?
What the Normal was or could become was wrapped up in the symbolic nature of its
creation. As Edelman (1985) described, institutional arrangements are often structured so that
outcomes are perceived in relation to shared abstract objectives and symbolic potential and
not to their actual functional reality. It is difficult to believe that any of the Normal’s
supporters actually believed it could produce the number of teachers required by the state’s
common schools. While the enrollment of the Normal would exceed two hundred in only its
second year, the number of graduates during the first 25 years of its existence averaged less
than 30 students per year (Putnam, 1904). By 1867, Superintendent Hosford estimated that
between two and three thousand entered the teaching ranks for the first time each year, the
great majority of whom had received no training beyond the primary school (Jackson, 1926).
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Putnam (1904), an early member of the faculty and author of the Normal’s first history,
remarked, “It was evident from the first that a single normal school, however largely attended
or efficiently conducted, could do but little toward supplying the demand for qualified
teachers in the common schools” (p. 39). In reality, Mayhew’s plan to have teachers’
institutes run throughout the state rather than a single normal school was perhaps a more
realistic plan if the desire was to improve the quality of teaching for a significant number of
teachers. Between 1855 and 1873, the normal enrolled 6,282 students (Putnam, 1904).
During that same period, more than three times the number of teachers, 20,500, attended
teachers’ institutes in the state (Thirty-seventh Annual Report, 1873, p. 393). Yet, as has
been described, these institutes were seen as “non-traditional” methods of instruction and did
not garner the legitimacy the early leadership of the Normal deemed appropriate for the
advancement of teaching, which necessitated attracting a higher caliber of academically
oriented student.
However, like the rhetorical question “do we not want quality teachers for our
children?” the purpose of the Normal was understood to be self-evident. For the skeptical
common folk, the Normal served to reassure them that the state was concerned about their
interests and their schools. For the Protestant elites, who controlled the state’s educational
system, the Normal legitimized the purposes they ascribed to inferior schools by representing
the location through which approved teacher preparation would be disseminated. Though few
teachers were prepared at the normal and no one could identify then, or for a significant time
into the future, exactly what an appropriate form of preparation ought to be, the normal
served to ease the tensions and uncertainties caused by the conflicts over the ends to be
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served by the common schools. The Normal provided a symbolic measure of confidence and
security that common school teachers were being prepared appropriately (Edelman, 1985).
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Figure 28 Symbolic Nature of Normal School
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Had the plan put forward by the Reverend Piece been successfully established and
teachers prepared in the branches of the University of Michigan, there would have been no
need for the Normal. However, the University had its own agenda, and while the Regents and
faculty were more than happy to shape the direction of public education in the state to ensure
that they would not be burdened with preparing “unprepared students” for entry into the
University, they were not inclined to see resources diverted from the University for the
common schools nor the preparation of its teachers.
Throughout the state there continued to be a difference of opinion as to the type of
teacher institution that should be created. Mayhew still clung to the notion that teachers’
institutes offered the greatest promise of improvement in the quality of teachers and sought to
have funds diverted to this end. In fact, the opening session of the Normal was delayed until
March 29, 1853, because the legislature failed to allocate funds for the Normal’s operation
due to Mayhew’s obstruction. In 1855, Mayhew, with the support of the State Teachers’
Association, was finally able to convince the legislature to allocate some funds for the
support of teachers’ institutes throughout the state (Kersey, 1965). Others, such as Isaac
Crary, believed that the branches should be revitalized. “Something should be done,” he
wrote, “so that the University may represent itself in the different sections of the state” (Joint
Documents of the State of Michigan, 1850, p. 82). He was concerned about the growing
pressure to remove the University of Michigan’s monopoly on higher education and believed
that branches should be fostered “or their places will soon be supplied by sectarian colleges”
(Joint Documents of the State of Michigan, 1850, p. 83). For most, though, the Normal
school was to be the institution that prepared teachers for the inferior schools of the state and
provide an intermediate level of education (Pierce, 1837).
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The Growth and Changes in the Public Schooling
However, conditions were changing as the Normal began to offer its program of
study. In 1842, the legislature had authorized the city of Detroit to combine two or more
districts for the purpose of forming schools with academic departments (Springman, 1953).
In the following year, this act was extended to all districts in the state. This law modified for
the first time the school district plan and made the city or town the unit for local school
administration. Before this several school districts would be carved out of a township and
provide schooling for children in the immediate area of each individual school. Children of
all ages would attend the same school and would receive instruction together. This is our
traditional vision of the one-room schoolhouse. By permitting several districts to consolidate,
it was made possible for enough children of the same age to be grouped by “grade” and
instructed by a single teacher. Thus, several grades or departments could be organized in one
school, and according to the proponents of the plan, provided an education that was superior
to the ungraded district or inferior schools. Schools organized under this plan were able to
apply a division of labor which, its supporters claimed, would enable the teacher to give
more time and attention to individual pupils since the number of “classes” assigned to a
single teacher would be reduced and the course of study extended (Putnam, 1904).
Initially organized into departments, these schools were divided into primary (1-2
grades), intermediate (3-4 grades), grammar (5-6 grades), and academic (7-8 grades)
divisions. The typical district or common school would provide schooling through the
intermediate level, with the union school providing schooling through the grammar level, and
a graded school, through the academic level.
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Table 8
Organization of School Departments
District or Common School

Union School

Graded School

Primary (1-2 grade)

Primary (1-2)

Primary (1-2)

Intermediate (3-4)

Intermediate (3-4)

Intermediate (3-4)

Grammar (5-6)

Grammar (5-6)
Academic (7-8)

Before the establishment of union and graded schools, when students completed their
common schooling, if they desired higher schooling, they would have to seek advanced
education in a select school or private academy. With the development of the union and
graded schools in the forties and fifties, private academies were all but eliminated from the
field of intermediate education.
While some objected to the loss of control with the consolidation of their district
schools, the people, in general, were sympathetic to these state-supported schools as they
brought an advanced form of education closer to their children. Even if their children would
not avail themselves to learning in the higher departments, these schools symbolized
something more powerful—opportunity. Superintendent Mayhew, who was familiar with the
union school movement from his experience as a county superintendent in New York in
1839, urged the advancement of union schools throughout the state. He believed that they
had many advantages, they were more efficient and cheaper than common schools and, most
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importantly, he hoped that in due time these schools would provide a level of academic
preparation necessary to prepare teachers for the common schools (Snarr, 1941).
Others, however, saw the emergence of the union and graded schools as an
opportunity to prepare students for entrance to the University. Henry Tappan, then President
of the University of Michigan, believed that the union schools should be classified in the
same intermediate grade as the former branches and serve as preparatory schools for “the
preparation of pupils for any college to which their inclination may lead them; but ordered in
particular reference to the collegiate department of the State University” (Seventeenth
Annual Report, 1853, p. 178). The end view, for Tappan, was that the University of
Michigan would be distinguished in its field. While not all would advance to study in a
preparatory school, its tax supported status was justified, from Tappan’s perspective, by the
public good that would be served by creating an eminent university:
That State which first creates a university will give the highest tone and
perfection to its whole system of education; will become the great center
of light, the grand point of attraction; will possess the most intelligent and
powerful population; and will increase beyond all others in wealth and
general prosperity. (Nineteenth Annual Report, 1855, p. 179-180.)
While Superintendent Mayhew agreed with Tappan on the desire to improve
education in Michigan, he, like succeeding superintendents, did not agree that the union
schools should be classified with the “branches” of the University of Michigan. Mayhew
would argue:
[Union schoos] are not, what they are sometimes supposed to be, a distinct
order of schools, like academies, and constituting an intermediate link in
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our chain of schools, their chief office being to connect the Primary
School with the University by being converted into what are known as
Preparatory Schools. This I say is not their chief office. They are rather an
outgrowth from and an improved condition of our Primary schools.
(Nineteenth Annual Report, 1855, p. 178)
Mayhew believed that the union schools should be responsible for preparing the children
who attended these schools for the duties of life and that public school funds should not be
expended on the preparation of students for a university education.
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Figure 29 Conflicting Purposes of Schooling
The development of union and graded schools created a controversy over what a
common or “inferior” school was and, consequently, where Normal school graduates were
qualified to teach. For some, “all those [schools] which were supported by the public monies
of the state” were common schools (Bingham, 1854, p. 153). For others, however, only
primary schools that were not “graded” and received aid from the state qualified as common
schools (Sebaly, 1950). This was significant in that the Normal was seen by many as only on
par with graded schools and consequently, with the application of the “Tappan Principle,”
could prepare teachers for only those schools of a standing lower than a graded school.
This situation was made more complicated by the fact that few students completed a
full course of study and graduated from the Normal. With the public schools only in session
for three to five months out of the year, teaching was not a vocation in which many wished to
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invest a great deal of time or money. Students remained in the Normal only long enough to
complete a portion of the work. According to the Normal’s first principal, Adonijah Welch,
the majority of the students were compelled for financial reason to interrupt their school life
with periods of teaching or other labor in order to replenish their funds for future study
(Sebaly, 1950). Superintendent Mayhew insisted that a large portion of students who had not
graduated were teaching in the primary schools of the state and they would return to
complete the regular course of study. Unfortunately, the numbers do not support Mayhew’s
assertion; in its first seven years of existence, the normal school graduated only 64 of its
students (Sebaly, 1950). It was not clear what type or amount of preparation qualified one to
teach in the various levels of schooling. However, the Normal’s leadership believed that to
attract the most students, the course of studies could not be restricted to the preparation of
teachers for only the inferior or common schools.
The Normal as an Academy
During the early years of the Normal, many complained of the emphasis on academic
preparation and argued “that our present State Normal School be relieved…from some
portion of the labor of merely academic instruction” (Eighteenth Annual Report, 1859, p.
12). It was believed, by those who thought the Normal should provide only professional
preparation, that academic training had no more right to a place in a “true” normal school
than had the farmers department. Nevertheless, for the time being academic instruction had
to be furnished in the Normal because it was to be found nowhere else in the state. The union
schools were but in their infancy, and the private academies and seminaries were inconsistent
in their academic character. The only way to secure the academic training that the new
students in the Normal lacked was by supplying the academy within the Normal school itself
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(Gower, 1880). Superintendent Gregory justified the emphasis on academic work and
asserted that students enrolling in the Normal were deficient in the courses they would be
required to teach. He added that when the academic quality of the students improved, the
Normal would arrange its course of study to emphasize nothing but professional preparation.
(Twenty-third Annual Report, 1859, p. 9). Principal Welch attributed this fact to the limited
number of students who attended the regular teachers’ course as they sought only academic
course work, thereby making an academic department necessary (Twenty-third Annual
Report, 1859, p. 133). What went unsaid was that from the beginning, the Normal school was
a mix of students, many of whom did not intend to teach. The Normal was not purely a
teacher-training institution. In addition, those who did intend to teach wanted to be qualified
to teach in the union and graded schools that paid higher wages. This type of preparation
required an academic course of study.
Because few tended to make teaching a permanent vocation, preparing teachers for
the primary schools of Michigan was a never-ending process. By 1859 the number of
teachers in the state had increased by 81 percent, from 4,087 to 7,407, while the number of
children four to eighteen years of age had increased 79 percent (Twenty-third Annual Report,
1859, p. 345). In attempting to confront this problem, the Michigan Teachers’ Association
and Superintendents of Public Education urged that teaching be made a “profession.”
However, other than offering rhetoric that “commended the profession to young men of
talent and learning” and that teaching was a “useful and honorable” vocation that ought “to
be considered among the learned professions,” the only substantive suggestion made was to
increase the compensation of teachers.
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Many, unfortunately, were of the opinion that because the public was not favorably
disposed to pay more for the education of their children or, more importantly, other people’s
children, teaching would never be a profession. The great difficulty, according to
Superintendent Mayhew, was that the general attitude of the citizens of Michigan was that
“almost anyone is able to teach our schools” (in Jackson, 1926, p. 167). Welch (1859),
principal of the Normal, lamented that “the establishment of teaching as a profession must be
a total failure” (Twenty-third Annual Report, 1859, p. 9). However, instead of working on
ways to address this problem, means were sought to expand the facilities for preparing more
teachers (Sebaly, 1950).
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Training Graded and Union School Teachers
In dealing with this problem, the Normal charted a course that would become a trend
in its history; rather than focusing on those who would teach in the inferior schools, the
leadership of the Normal believed it could reduce the amount of academic instruction offered
by attracting a higher caliber of student. This could only be accomplished by providing
training for more advanced and better paying positions in the field—union and graded
schools. Early on, the curriculum of the Normal was to provide two courses of study, an
English course to prepare teachers for the primary schools and a Classical course to prepare
students to teach in the union and graded schools. The course of study for the English course
was to be two years in length, and the Classical course three years, to which would be added
work in the model school and professional courses (Isbell, 1971). So instead of confining its
activities to the training of teachers for inferior schools, as it was enacted to do from its
founding, the Normal considered its province also the preparation of teachers for the more
advanced graded and union schools (Sebaly, 1950). “Its course of study,” described Welch
(1859) “had been selected with especial reference to the wants of the teachers in the district
and union schools” (Twenty-third Annual Report, 1859, p. 166).
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Table 9
Normal School Curriculum 1853
English Course

Classical Course

Prepare teachers for primary or common Schools

Prepare teachers for union or graded schools

First Year
1st Term
Geography
Grammar
University Arithmetic
Elocution
2nd Term
Algebra
Chemistry
Anatomy and Physiology
Analysis of the English Sentence
Vocal Music and Drawing
Book-keeping

First Year
1st Term
Latin and Greek Grammar
Vigil’s Aeneid
Lucian’s Dialogues, or French and German
Algebra
2nd Term
Cicero’s Orations
Xenophon’s Anabasis or French and German
Livy
Algebra
Analysis of the English Sentence

Second Year
1st Term
Algebra
Botany
Rhetoric
Geology
Geometry
2nd Term
Geometry
Plane Trigonometry
Surveying
Constitution of the United States
Composition and Declamation

Second Year
1st Term
Livy
Homer’s Iliad or French and German
Geometry
Ancient Geography
2nd Term
Cicero De Senectute or De Officiis
Xenophon’s Memorabalia or French and German
Chemistry
Geometry
Third Year
1st Term
Horace’s Odes
Botany
Rhetoric
Plane & Spherical Trigonometry and Surveying
2nd Term
Euripides’ Medea or Spanish
Mathematical Astronomy
Intellectual Philosophy
Geology
Lectures on the Theory and Practice of Teaching

Note: From A history of the Michigan State Normal School., 1899, by D. Putnam, Ypsilanti,
MI: The Scharf Tag & Box Co.
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The normal would continue to ratchet up its standards and requirements in the hopes that
eventually union and graded schools, and in time high schools, would be in a position to
provide the rudimentary academic training required of inferior school teachers and that it
could then focus on advanced academic training and professional preparation.
While the claim that the poor quality of “Normalites” and the lack of students in the
regular teacher’s course (those not planning to teach) caused the Normal to emphasize
academic preparation may have been partially accurate, it did not tell the whole story. It was
generally believed, by educationalists of the time, that the appropriate preparation for
advanced levels of school was subject matter preparation. The notion that one needed to be
trained in any manner other than in the subjects one was to teach was reserved for those who
taught in the lowest levels of schooling. The concept of pedagogy for the teachers of inferior
schools reflected the purpose that these institutions served. Primary schools were to provide a
minimum of academic preparation; its primary role was to have students master those
Protestant truths considered eternal and immutable. Consequently, teachers for these primary
schools needed to be prepared in lectures and courses that reflected the truths that they were
to transfer to the pupils in their classrooms.
Unfortunately, because course work in “professional” training was placed at the end
of the program of study, few students remained enrolled at the Normal long enough to ever
spend any significant amount of time in courses that incorporated the “methods of teaching.”
The pedagogy received by most of these students amounted to only the weekly lectures
offered to the various classes by the Normal’s principal. In addition, if the Normal was to
train teachers for more advanced levels of schooling, its curriculum would require more
academic work, rather than less, a fact that appealed not only to those who sought to teach in
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union and graded schools, but also to those who viewed the Normal as an intermediate level
of education and sought course work for vocations other than teaching. It is ironic that in
order to attract a better academically prepared student so that the Normal could focus on
pedagogical preparation, the curriculum needed to be made more academic. Pedagogy would
remain out of reach for those who came for a few classes and left to teach in the inferior
schools, while professional preparation would be only a small fraction of the training for
those who required work that was more academic in order to be qualified to teach in
advanced departments.
The Public High School Begins
By the mid 1850s, as union and graded schools were organized, some of these
schools had developed academic or high school departments that offered anywhere from two
to three years of work beyond the eighth grade. Many believed that the high school
department constituted the connecting link between the common schools and the state
University (Gower, 1880). In 1855, Superintendent Shearman indicated in his report to the
legislature that some of these high school departments had furnished candidates for
admissions to the freshman class at the University (Smith, 1881). There was some debate,
however, as to the legality of providing tax dollars to support high school departments in the
graded schools. In 1859, the legislatures gave these high school departments legal status as it
authorized the use of tax dollars to support these advanced divisions.
However, the establishment of high schools did not meet with universal approval.
Many argued that book learning injured one’s common sense and that high school learning
would not prepare their children for the common labors in which they would be engaged.
Many claimed that few students attended school beyond the intermediate or grammar levels
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of the graded schools and that using tax dollars to support preparatory education was illegal,
especially when courses were provided in the ancient and dead languages (Putnam, 1904).
Some argued that the constitution provided for the establishment of branches to the
University, and, therefore, the support of secondary education should come from University
funds. Since high schools provided secondary education comparable to the branches, it was
argued to be unconstitutional to divert money from the common schools to support high
school departments (Springman, 1953). While this conflict would ultimately be resolved in
favor of tax supported high schools in 1874, the conflict did not diminish the popularity of
highs schools, as in the intervening years high schools flourished throughout the state.
Table 10
Number of Union and High Schools in Michigan 1850-1900
Union Schools High Schools
1850

7

7

1860

85

45

1870

248

107

1880

389

182

1890

513

278

1900

711

389

Note: Compiled from The Development of Primary and Secondary Public Education in
Michigan: A Historical Sketch, 1904, by D. Putnam, Ann Arbor, MI: G Wahr.
Teacher Certification
In addition to the growth and changes experienced by the public schools during the
early years of the normal, the method by which teachers were certified to teach also began to
change. Under the first school law enacted in 1837, township school inspectors were required
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to examine all persons proposing to teach in the public schools “in regard to moral character,
learning, and ability to teach school” (Putnam, 1904, p. 149). These township boards were
authorized to grant a one-year certificate to all who successfully passed an examination given
by the township board in the districts under their jurisdiction. The content to be covered by
these examinations was initially left to the township inspectors. Though the state would
stipulate two years later in an amendment to the school law that all candidates must possess
“a thorough and accurate knowledge of the several branches of study usually taught in the
primary schools,” township inspectors would remain free to determine the content of the
examinations until 1867.
However, the act establishing the Michigan State Normal School would mark the
beginning of a shift in the control of certification away from local communities to the State.
The minimum length of the program of academic studies was to be two years, with additional
work in the model school and professional courses. However, one did not need to complete
the full two-year course to be qualified to teach. It was stipulated in the act creating the
Normal that any person completing twenty-two weeks of instruction, or one full term, would
be eligible to be examined by the Normal’s Principal in the studies required by the State
Board of Education. If these individuals were deemed by the Principal to possess the learning
and other qualification necessary to teach, they would receive a certificate to teach in the
State’s common schools. Many township inspectors, however, insisted that this was not the
intent of the legislation and continued to require the holders of Normal certificates to submit
to local examinations. This confusion was rectified in 1857 when, upon the recommendation
of Superintendent Mayhew, the State Legislature passed an act authorizing the Normal to
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grant diplomas to its graduates which, when signed by the Board of Education, would serve
as a legal license to teach in any of the primary schools in the state.
While no other institutions’ graduates would be accorded these privileges until the
1880s, the trend was clear. The State Board of Education and Superintendent of Public
Instruction were distressed at the lack of local supervision and the quality of the teachers
certified by the township inspectors. “The present system of examining teachers,” wrote
Superintendent Hosford (1866), “so far as the securing of competent instructors by it is
concerned, is a complete failure” (Thirtieth Annual Report, 1866, p. 5). Far more important,
however, was their concern that the public schools, especially the common schools, lacked
the uniformity necessary to ensure these schools would serve the ends for which they had
been established. Over the next thirty years, the state would gradually shift certification away
from local officials, beginning first with the normal school, then county superintendents,
followed by other institutions of higher education and, finally, with the State Board itself.
This shift to centralized authority, which reflected the designs suggested in the Prussian plan
of schooling, was built upon a continued insistence that local control was a failure and was
the primary cause of the poor quality of teachers and schooling in general.
A Conflict in Focus
The immediate effect of these changes on the Normal was two-dimensional. On the
one hand, the increasing standards diminished the supply of teachers who could be hired and
forced many who had been teaching to abandon the field because of they lacked the required
training. Many complained that the increased standards drove up school taxes by placing
standards of teachers’ qualifications unnecessarily high. Many County Superintendents,
while not lacking in an understanding of the certification laws, often had to hire anyone they
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could to fill the teaching positions vacant in their schools (Sebaly, 1950). This caused state
officials to demand that the Normal focus on preparing more teachers in a shorter period. On
the other hand, by linking the examination of teachers to the branches of learning that they
would be required to teach, the Normal was compelled again to elevate its academic
offerings in order to meet its students’ demands for preparation that would prepare them to
teach in the growing union and graded schools and the new high schools.
With the growth in the number of union, graded, and high schools, the leadership of
the Normal reacted not by increasing the number of prospective teachers it prepared but by
raising the standards for admissions. In 1856, the Normal elevated its standards to stay ahead
of the advancements being made in the public schools. Consequently, an entire class in the
Normal was pushed out of the Normal proper and into the model or practice school. The
model school, the cornerstone of the normal school movement in the east, had been
established within the first year of the Normal’s existence to provide “Normalites” with
opportunities for practice teaching and observation. Yet, because few students completed the
full course of study, little practice teaching was done. Critics of the Normal claimed that
instead of providing practice teaching opportunities, the model department served as a
primary school to prepare students for admissions to the Normal. In addition to increasing the
admissions standards, an optional language course was offered to those who desired to
prepare themselves for the classical or academic departments of the union schools.
(Twentieth Annual Report, 1856).
In 1860, the curriculum was altered again, providing for six classes designated B, C,
D, E, F, and Senior. Classes B and C represented a single-term or half year each, while the
remainder (D, E, F, and Senior) represented one and a half terms or a year and a half.
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Because many students were inclined to attend only the B term and leave to teach, Principal
Welch required all new students to promise not to teach until they passed the C term
examination. What was most significant about this change was that in only seven years the
Normal had not only advanced its admission requirements, but the requirements to graduate
had gone from two years of course work to four years of course work. Because the majority
of the “professional” courses were offered in the final years of study at the Normal and few
students stayed for the full course, little professional training was offered to the bulk of the
students who left the Normal early to teach. These standards were advanced again the
following year when the Board of Education further required that every student should
master the rudiments of two foreign languages before graduating, Latin and Greek for the
men, and Latin and French or German for the ladies (Twenty-fifth Annual Report, 1861).
As the standards of scholarship in the common and high schools were raised, so too
were the standards and courses of study at the Normal. By 1863, modifications were again
made in the course of instruction. The model school was changed to a regular graded school,
and the Normal developed two courses of training. The first, or normal training course, was
designed to prepare students for teaching in the primary or inferior schools and the lower
grades of the graded schools and did not include instruction in languages. A second, or
higher normal course, was established to prepare students for the upper grades and for high
school departments and included a study of languages. Each program of study was to be two
years in length, with students able to advance to the higher normal course by examination.
While the amount of professional instruction given was increased, it remained a relatively
small part of the students’ course work. In addition, students graduating from the latter
course would now receive a diploma that would qualify them to teach in graded and high
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schools without examination (Twenty-seventh Annual Report, 1863). After 1863, the number
of students seeking to teach had grown large enough that no new students would be admitted
to the training courses without signifying an intention to teach. Unfortunately, few students
advanced that far in their studies, and even rarer was a Normal School graduate. The bulk of
the students attending the Normal were in the model school or the lower courses.
Call for More Normal School Training
The continued plans by the Board of Education to raise the academic standards met
with considerable criticism. The critics of the Normal continued to protest that the Normal
was not capable of producing the number of teachers required by the public schools,
especially the need for teachers in rural or district schools, and that it was too academic and
did not provide adequate professional training. Others complained that the Normal was
separate from the University of Michigan and was not filling the gap between the primary
schools and the State University. From the perspective of its critics, the Normal was neither
meeting the state’s need for teachers nor academically advanced enough to prepare students
for higher levels of schooling. The conflict over the purpose to be served by the Normal
caused many of the state’s educational leaders to look for alternative means for preparing
primary school teachers.
As the Normal approached the end of its first decade, Superintendent Gregory was
suggesting that normal classes be established in some of the schools and incorporated
colleges and academies of the state. By 1860, at least twenty of the state’s colleges and union
schools had organized “normal” departments (Twenty-fourth Annual Report, 1860). These
schools were eager to increase their enrollments and, more importantly, legitimize their
claims to state funding. In 1863, Gregory urged that there be at least one normal department
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established in each county and that the University of Michigan institute a department of the
Science of Education because so many of its students became teachers (Twenty-seventh
Annual Report, 1863). However, little came of Gregory’s recommendations as a Senate bill
for the establishment of normal departments in the colleges of the state failed and a House
bill to develop teachers’ classes in union and high schools also failed (Jackson, 1926).
Gregory’s successor, O. S. Hosford, also recommended that normal departments be
established in every union school. “This,” he said, “would be equivalent to creating a
hundred normals schools all at once” (Thirty-first Annual Report, 1867, p. 151).
Unfortunately, he made no mention of providing state aid for these schools, or for
recognition of their certificates, which did not please the leaders of these schools. “It seems
to me,” wrote the Superintendent of the Grand Rapids School, “that our legislature should
either locate a branch of the normal school here, or recognize our work so far as it gives
validity to our certificate, after a prescribed examination, and pay something for it” (Twentyeighth Annual Report, 1864, p. 21).
It might seem surprising, but the leadership of the Normal was quick to endorse the
plans to distribute the preparation of primary school teachers to other institutions. Rather than
seeing these new “normal” departments as competition, the Normal’s leadership saw them as
a mechanism for liberating the Normal from the pressures of the critics who claimed it was
too academic and was not producing the required number of primary school teachers. In
1865, the Normal’s Principal Daniel Mayhew suggested that the principals of the union
schools organize classes for teachers and offer a course in instruction for those who wished
to teach in the district schools (Twenty-ninth Annual Report, 1865). If brought to fruition,
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these plans would enable the Normal to continue to advance its program of study along a
more academic track, unencumbered by the demand to prepare more primary school teachers.
While Superintendent Gregory called for the establishment of normal departments
throughout the schools already in existence in the state, he hesitated in fully endorsing the
establishment of a second normal. His successor, O. S. Hosford, however, conceded in 1868
that there was a need for an additional normal school. Due to the inadequate number of
trained and competent teachers, he stated “that in all the surrounding states, they are finding
it necessary to increase the number of Normal Schools. In Wisconsin, six have been
established. New York has added seven…” (Thirty-second annual, 1868, p. 165). The only
matter to be decided, from his perspective, was the location of the second normal school. But
the calls for the expansion of normal departments and the establishment of a new normal
school came in the midst of the Civil War and the financial hard times that followed. With
state funds tight, the legislature and the State Board of Education determined that it would be
imprudent to divert desperately needed funding away from the State’s first normal school.
Compulsory Schooling and Rate-Bills
Events would continue to unfold that would expand the demand for teachers and
continue to influence the Normal to provide training for levels of schooling above the
common schools. In 1869, the state legislature abolished the rate-bill system. For the 40-year
period from 1829 to 1869, the Michigan territory and state had operated under a financial
system that actually made the “public schools” private for a portion of the school year. For
part of the year the schools would be tax-supported and open to all children for the threemonth minimum prescribed by law. If school was to be kept beyond the minimum, a “ratebill” would be charged each parent with a child attending the school; these schools would
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therefore become private. With the abolishment of the rate-bill, if the parents in a district
wished to extend the school year beyond the legal minimum, taxes would be assessed all
residents of the district regardless of whether they had a school age child. Consequently, all
children would be permitted to attend the “full” school session regardless of their parent’s
ability to pay.
By the early seventies, additional legislative action would make the abolishment of
the rate-bill even more significant. In 1871, an act was passed that compelled the parents of
children between the ages of 8 and 14 to send each child to school for at least twelve weeks
each school year (Public Act No. 165, 1871). In that same year, the legislature increased the
length of time districts would be required to have schools in session. Districts with more than
800 children between five and twenty were obliged to have school open at least nine months
of the year. Districts with between 30 and 800 children were required to hold school open at
least five months of the year, and in districts with fewer than thirty children, school was to be
kept for at least three months (Public Act No. 17, 1871).
Criticism of the Normal Grows
With the continued growth of the public school system, many were concerned that not
enough was being done to meet the growing demand for teachers. “One of the loudest
demands today,” complained the Superintendent of Wayne County (1870), “is for the
facilities for the instruction of teachers how to teach…. The failure… is not so much in
books, as a want of ability to manage, govern, discipline, and control a school” (Thirty-fourth
Annual Report, 1870, p. 34). There was a feeling by some that the Normal was more
academic than it should have been and was neglecting its role in the training of elementary
school teachers (Sebaly, 1950).
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One of the more vociferous critics of the normal was University of Michigan’s future
Chair of Pedagogy William H. Payne, who charged that the State Normal School was almost
purely an academic school. He claimed that nearly 90 percent of the students at the Normal
received only an academic preparation. Fewer than six percent of the Normal’s enrollment,
he maintained, took any form of professional preparation (Mucher, 2003). In a study
conducted by Professor Payne of the Normal’s graduates from1853 to 1866, he concluded
that fewer than 30 percent were actually teaching in 1868. “To say that the State Normal
School has not fulfilled the purpose of its organization,” he wrote, “is to draw a very mild
conclusion from very stubborn facts” (Payne, 1868a, p. 13). For many of the Normal’s
critics, this was clear evidence that the Normal was, at state expense, nothing more than a
glorified academy. Superintendent James Briggs (1872) directed that the Normal’s “aim
should be not only to be as sparingly academic as possible in the character of its instruction,
but make its curriculum almost wholly confined to methods of instruction in the ordinary
branches of a common school education” (Thirty-sixth Annual Report, 1872, p. 13). The
State Board of Education attempted to reassure a restive public that all measures were being
taken to provide a complete course of professional training. However, many critics remained
unsatisfied and complained that the State was expending far too much for the few teachers
prepared by the Normal (Mucher, 2003).
Nevertheless, the Normal’s Principal Joseph Estabrook, believed that, due to the
increasing types of instruction being demanded by the public schools, an expanded
curriculum was required so as “to provide different courses of studies and instruction for
different classes of teachers” (Thirty-fifth Annual Report, 1871, p. 32). By 1874, Estabrook
had established four distinct courses of study at the Normal: 1) the English common school
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course—a one-year course—which prepared students for district schools; 2) the Full English
course—a three-year course—intended to prepare students for union and high school
teaching; 3) the Language course—a four-year course—whose aim was to prepare assistants,
principals, and superintendents; and 4) an advanced course—a four-year course—of
professional instruction of a general nature (Thirty-eighth Annual Report, 1874, p. 122).
In addition to the expanded curriculum, many of the newly hired members of the
faculty began to upgrade academic coursework so that it more closely resembled the courses
offered in colleges and at the University (Mucher, 2003). Many of these courses began to
exhibit an innovation new to the Normal curriculum in that they started to offer specialization
in a variety of subject-matter fields (Snarr, 1941). The Normal also began to admit some high
school graduates without examination. These graduates, if they completed the professiontraining course, would not have to take an examination to receive a diploma. Moreover,
students still came to the Normal not intending to teach in spite of the requirement that all
students sign a pledge to teach. All of these changes caused the Board of Visitors, in 1874, to
issue a warning “against allowing an ambition for rapid progress in academic studies to
render subordinate in any degree, the central idea of the institution as a training school for
teachers” (Thirty-eighth Annual Report, 1874, p. 134). Yet, while voices were again being
raised warning that the Normal school should not become too academic, changes in the
University of Michigan’s admission policy would motivate districts across the state to offer
advanced forms of schooling and, concomitantly, influence the Normal to modify its
curriculum more rapidly to prepare high school teachers.
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The Michigan Plan
By the late 1860s, the University of Michigan Regents and faculty were becoming
concerned that students were entering the University in unequal degrees of preparation.
Many parts of the state, they asserted, were destitute of proper schools and seminaries for
preparing students for the University. The new high schools that were beginning to take their
place in the state’s educational system begged the question of what constituted a true high
school and, consequently, a high school graduate. Many rural graded and union schools had
taken the title of “high school” despite the fact that they often varied widely in the content of
the curriculum they offered and the length of instruction required to graduate. It was clearly
in the University’s interest to ensure a degree of uniformity and that the high school
curriculum reflected, as closely as possible, the preparatory and values orientation required of
incoming freshman (Mucher, 2003). The Regents and faculty, believing that local interests
often did not possess the necessary “intellectual culture” to direct the program of study in
their local high schools, asserted that a central authority would have to provide this direction.
Michigan President Henry Frieze argued that if a genuine University were to be established,
a much higher level of scholarship would have to be offered in the preparatory schools and
academies throughout the state. To achieve this, the curriculum of the secondary schools
would need to be controlled by the University, thereby ensuring that the level of scholarship
would be elevated to a level deemed appropriate by the administration and faculty of the
University of Michigan.
To this end, President Frieze introduced in 1871 what became known as the
“Diploma” or “Michigan” Plan. Frieze proposed that a commission of examiners from the
University faculty would annually visit any high school so requesting and report on the
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course of study, method of instruction, condition of the school, and the scholarship of the
preparatory classes (Frieze,, 1871, p. 179). If the faculty were satisfied that the preparatory
work in any school was being conducted in a manner appropriate to the requirements of the
University, the diploma from such a school would entitle its graduates admission to the
University without examination. “The effect of this plan,” according to Frieze, “will be to
stimulate the schools to a higher grade, and bring them to a more perfect uniformity of
preparation, and thus making it possible to elevate the scholarship of the lower classes”
(Frieze, 1871, p. 180). This plan proved to be extremely popular. Not only did this plan aid
high school graduates, but it also helped high schools attract students. Earning and remaining
on the “University List” often ensured a high school’s continued success (Mucher, 2003). It
should be noted that one of the earliest schools to receive certification by the University was
the Michigan State Normal School.
The supporters of the Michigan Plan conceived of the high schools as an extension
down from the University and, therefore, sought to manipulate the curriculum and the way it
was taught in order to have secondary schools perform the auxiliary function of selection
(Partridge, 1957). By linking the function of the high school and the content of the
curriculum to the University, the concept of teacher training was concomitantly linked to
those methodologies deemed appropriate for faculty members of “higher” education, not the
pedagogical premises upon which the Normal School was founded. Teaching in advanced
levels of schooling consisted of imparting subject matter knowledge, and subject matter
mastery was therefore regarded as the chief qualification of the teacher (Partridge, 1957). If
the position of the Normal School in the state’s educational scene was still in question, the
Michigan Plan dramatically defined its options. Clearly, if the Normal were to continue to
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prepare teachers for secondary schools it would have to raise its “academic curriculum” to
meet the rising standards of secondary education as defined by the leadership of the
University of Michigan (Sebaly, 1950).
The Kalamazoo Case
There were those, however, who objected to the inclusion of academic courses
necessary for admission to the University in public high schools and believed that the
secondary schools should be left entirely to the care of private interests (Gower, 1880). In
1872, former Democratic Senator Charles Stewart filed a lawsuit against the school district in
Kalamazoo. He argued, as did others, that the state did not have the authority to levy taxes
for the support of high schools. Stewart claimed that instruction in the classics and in living
modern languages found in the new high schools did not constitute a practical form of
knowledge for the benefit of all citizens but was an advanced form of knowledge that served
only the interest of a few, and as preparation to attend the State University. Unlike the
common schools, which provided a form of practical learning for all children, learning of
culture and accomplishment, according to Stewart, should be provided at the expense of the
parents sending their children to these schools rather than burdening all citizens. Stewart
averred that the legislation of 1859 authorizing taxation for the support of high schools
violated the educational article of the 1850 constitution, which stipulated the establishment of
primary schools by each district. The court, however, ruled in 1874 that a high school was a
proper part of the school system constituting the natural extension upward from the primary
school and that districts had the right to establish such a school when and as they deemed
appropriate (Partridge, 1957). Between 1870 and 1880, the number of high schools in
Michigan nearly doubled and along with this a demand for teachers of a higher grade.
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Growing Demand for High School Teachers
In response to the growing demand for secondary teachers, the University of
Michigan also introduced the Teachers Diploma in 1874. This granted to any senior who had
pursued a course of study with reference to preparation for teaching and who, by special
examination, demonstrated their qualification to give instruction, a diploma signed by the
University President and professors who had overseen their studies, recommending them as a
teacher. Unlike the Normal’s diploma, however, this did not permit the holder to bypass the
local examinations often required by school boards, a practice that remained in effect until
1891.
In spite of these efforts, the rapid growth of graded schools and high schools required
more teachers than the University could provide. This increased demand created an
opportunity for the graduates of the Normal School who sought the more prestigious and
financially secure secondary positions. At a time when few completed high school, Normal
graduates were able to successfully compete for teaching positions in rural high schools and
had little interest in settling for primary school teaching position, especially low-paying rural
common schools for which they perceived themselves to be over-qualified (Mucher, 2003).
Consequently, the leadership of the Normal School was compelled to provide more adequate
training for those of its graduates who would teach in the secondary schools, placing the
Normal effectively in competition with the University. In spite of the unique tradition of the
normal movement with its emphasis on “professional” preparation, the Michigan State
Normal School continued to offer academic preparation. If, as it was commonly held,
secondary teachers should receive their training in a college or university, then that is what
the Normal would become. However, events in the state would slow this advancement as one
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last attempt would be made to confine the work of the Normal to the training of teachers for
the primary schools of the state and provide only professional work.
The Changing Political Climate
By the beginning of the 1870s, the political temper in the state once again began to
change. The public schools and the Normal would be caught in the crossfire of these political
battles. The most profound change occurring at this time was a shift in the location of
political power in the state away from the Republican clique in Detroit to the central and
western parts of the state. During the 1870 Republican convention, the Republican central
committee was reorganized. Before this time Detroit had dominated the central committee,
with the chairman of the committee having always resided in Detroit (Dilla, 1917). After the
1870 reorganization, Lansing became the center, with Detroit being granted only one
member on the State Central Committee. The leadership of the Republican Party was now
located in Lansing.
The decline in the power of the Detroit faction of the Republican Party represented a
growing uneasiness over the state’s expansion into areas of local control. While many in the
state had enthusiastically supported the internal improvement policies sponsored by the state,
including its educational policies, there was a growing concern that with these interventions,
local autonomy was being eroded. In addition, many complained that the increase in taxes
that accompanied these projects was benefiting only the business interests. These issues came
to a head when in 1869 the legislature passed an act authorizing communities to lend their
credit to the railroads and levy taxes to pay these loans (Dilla, 1917). The Supreme Court
ruled this act unconstitutional on the grounds that “to tax a community for the benefit of a
private corporation which proposed to build a railroad, was not a power of the legislature”
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(Dilla, 1917, p. 109). For taxation to be valid, the court held, it must be levied for a public
purpose. In spite of the setback, the legislature held a special session to draft an amendment
to the constitution permitting local municipalities to offer bonds for private corporations. In
the general election of 1870, this amendment was overwhelmingly rejected by the voters.
The sentiments of the voters marked the beginning of a reform movement that
reflected the public’s reaction against state supervision of local affairs and the growing
influence of a business elite. This reaction climaxed in the election of 1874. Opponents to the
vested Republican interests called for a revision of the tax laws to prevent the accumulation
of a large balance in the state treasury (in 1873 the state treasury reported a surplus of 13
million dollars), security from legislative interference in local affairs, and a fiscally prudent
administration of state government (Sebaly, 1950). The Kalamazoo Daily Telegraph, (Juy
25, 1874), a strong supporter of the Republican Party, charged the farmers of the state with
attempting to control government:
Reduced to the simplest statement in which the Grange proposition can be
put…it is that farmers should have the right to regulate all other business
that, under all circumstances farming may be profitable.
In addition, many blamed the economic downturn being experienced by the state in
the early 1870s upon the increase in the number of immigrants who had been encouraged to
come to the state through the establishment of an immigration office in Germany. The
farmers and laborers complained that the heavy taxes were caused by the need to support
“poor houses” and other social service for these indigent populations.
The combination of circumstances, the decline in the economy, resentment against
immigrants, and the defection of the populist Republican “Grangers” to the Democratic Party
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contributed to the decline in the Republican Party’s control over state government. While the
Republicans won most of the statewide races in one of the closest elections in Michigan
history, their hold on power was significantly reduced. Before the 1874 election, there were
31 Republicans in the upper house and 94 in the lower house. Following the election, their
numbers were reduced to 18 and 53 respectively, giving them only a slim majority in both
houses (Dilla, 1917).
The public schools and the Normal were not spared the undercurrents of resentment
toward state policies. At the 1873 State Teachers Association meeting, it was argued that in
MSNS’s twenty years it had failed to meet the needs of the citizens, and the time had arrived
to take the amount of money expended on the State Normal, divide it into seven or eight
parts, and distribute these funds to high schools throughout the state offering normal classes
(Thirty-seventh Annual Report, 1873). In that same year, Superintendent Gower asserted that
the Normal School could not supply the teachers for the whole state, as most of its graduates
left to find teaching position in the union or high schools (Thirty-seventh Annual Report,
1873, p. 366).
In addition, the shifting political environment caused the legislature to undo many of
the educational works done relative to the public schools during the previous decades. The
office of the county superintendent was abolished, with control of local districts returned to
the townships. The compulsory attendance law of 1871 was revoked and would not be
renewed until 1883. The legislature also permitted the proceeds from the sale of school lands
to be used to defray state expenses and tightened the regulations governing the amount of
indebtedness a local school district could incur.
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Once again, the distrust and fear of politics and elites caused a populist reaction
against what was perceived as unwarranted centralization and the use of government to
advance the interest of an influential elite in deference to those of the common man. Again,
schools were seen as a means to resolve these conflicts, either by returning control to local
districts or by redefining the ends to be served by the schools, including the Normal.
As the economic depression deepened and two battalions of soldiers were ordered to
the Upper Peninsula to suppress anticipated unrest by miners in the summer of 1874, the
schools were cited as a cause of the growing economic problems. Governor Bagley (1875), in
his address to the legislature, charged the system of education in Michigan with being
aimless. The solution to the growing economic depression, according to Bagley, was in
giving people the right kind of education. “Educated, intelligent, productive labor takes care
of itself and does not ask the President or Congress, Governor or Legislature to make money
plenty—it makes its own money and knows how to use it” (Bagley, 1875, p. 13). Many
believed education lacked a practical focus. Like Bagley, they saw no reason for one type of
education to be fostered over another:
The man whose child desires instruction in practical mechanics has the same
right to expect it at the hands of the State, as the one who wishes his son to be
an attorney or physician. The State fails in its duty when it neglects to provide
for this department of education. (Bagley, 1875, p. 13)
If education were not made more practical, argued Bagley in 1877, “the ranks of the idle will
constantly increase, not from choice, but simply because they have no knowledge of how to
do anything well” (Bagley, 1876, p. 8).
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“Professional” Training
Although the Normal’s Principal, Joseph Estabrook, reiterated in his report of 1875
that the sole aim of the Normal was “to qualify teachers for their work in all departments of
our district schools, to increase their teaching power, and to send them forth to their field of
labor filled with a spirit of their profession,” the pressure was mounting to either change the
Normal’s curriculum or establish additional normals that would provide training for the
teachers of the district schools and a more practical form of education (Thirty-ninth Annual
Report, 1875, p. 202). It should be noted that in the same report, Estabrook reported that
bookkeeping had been taught to 125 students during the winter term (Thirty-ninth Annual
Report, 1875)
In spite of the fact that the inadequate means for training teachers was brought to the
attention of the State Legislature time and again, little was done to resolve the situation. In
1875, a bill to institute teacher training classes in union and high schools was defeated, as
was a request for $30,000 to expand the State Normal School (Jackson, 1926). In addition, an
attempt to establish a second normal school in the upper peninsula, while passing in the
Senate, was defeated in the House after members of the Normal’s and University’s faculties
lobbied against the bill (Flokstra, 1932). They argued that one school well sustained could do
more for the state’s educational system than several institutions inadequately sustained. They
pointed out the local wrangling and jealousies that had occurred in Minnesota and Wisconsin
where multiple normals had been founded. The policy of unity, they asserted, was more
economical (Flokstra, 1932). Most important, though, was that neither the Normal nor the
University wished to see its resources diluted by additional institutions. Taxpayers likewise
were not inclined to provide additional resources to sustain another normal and feared that
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state school funds would be diverted to these new schools, necessitating an increase in their
local school taxes. Some hoped that, in time, the growing union and high schools would be
able to train the teachers needed for district schools, thereby making an additional normal
unnecessary. Given the sentiments of the populace following the election of 1874, it is little
wonder that the idea of preparing teachers in their own districts and not increasing taxes was
appealing to the citizens of Michigan.
The criticism of the Normal continued to escalate. The Board of Visitors in its 1876
report criticized the use of the Normal as a preparatory institution. “We regret that our duty
requires us to condemn,” the Board reported, “what seems to us an unjustifiable use of the
[Normal] department of the Normal School” (Fortieth Annual Report, 1876, p. 134). The
Board was concerned because the University of Michigan was now recognizing the State
Normal as a preparatory school whose graduates did not have to submit to the usual
examination and could transfer directly into the University. The Visitors charged that this
fact appeared to be diverting the Normal from its proper course and that it should “devote
itself exclusively to the education and training of teachers for the public schools” (Fortieth
Annual Report, 1876, p. 134).
Yet the leadership and faculty of the Normal continued to assert that if it could attract
a higher grade of student it could eventually limit its academic course work and concentrate
on professional training. Principal Estabrook reported in 1876 that the increased scholarship
requirements for admissions had considerably advanced the maturity of those who entered
the Normal (Thirty-ninth Annual Report, 1875). In addition, the faculty asserted that the
academic course work was not taught as it would be in a typical academy, high school, or
college. Rather, they averred, each academic course was presented in a manner to develop
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teachers and sought to impress upon each student the methods and pedagogical axioms
necessary to teach the subject. Given that few could agree as to what these pedagogical
axioms might be beyond the abilities to govern a classroom, many viewed these assertions
skeptically. The evidence suggests that the Normal was more advanced academically than its
leadership or faculty were willing to admit. For those completing the four-year programs of
study in the Classical or English course, only three courses out of the 31 required in these
programs could be described as professional instruction (Putnam, 1899).
When the Board of Visitors returned to the Normal campus in 1877, the faculty was
quite disturbed by the attitude of the legislature. They were angered by the growing criticism
of the Normal. The Visitors reported that some Professors were communicating their
dissatisfaction to the students, and that “while this may be an inseparable accompaniment of
making the school a legislative football…it is nevertheless a misfortune” (Forty-first Annual
Report, 1877, p. 43-47). Those in the faculty who wished to see the Normal made more
professional were frustrated by the legislature’s lack of patience. From their perspective, the
legislators did not understand that the “art of teaching” could not be sufficiently addressed
until the quality of the student’s academic preparation was improved. However, statusminded faculty members were discomfited by the demands for more professional training,
given that college graduates without any “professional” training occupied most of the better
positions in the schools (Robarts, 1968). The Normal and its graduates, they argued, were
already held in low esteem. They insisted that to reduce the amount of academic course work
would relegate “Normalites” to the lowest levels of the public schools and deny students the
cultural sophistication and content knowledge to which they aspired.
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Unfortunately, economy-minded legislators and taxpayers considered a normal school
that provided only academic course work an unnecessary expense. They charged that this
duplicated the work of high schools and academies. Claims by the leadership of the Normal
and its faculty that they alone could teach teachers how to teach successfully was viewed
skeptically by many. All teachers needed to know, these critics argued, was what to teach—
subject matter—not how to teach. Although they remained skeptical, they were willing to
concede that if normal instruction improved the quality of primary school teachers, as its
supporters claimed, then it should stop wasting taxpayers’ money with academic instruction
and focus on professional training. Otherwise, there was not the need for a separate “teacher
training” institute, and the work of preparing teachers should be done in schools that already
existed. Most telling to these critics of the Normal was that the school continued to devote
most of its time to teaching what to teach rather than how to teach it (Robarts, 1968).
Others did not question the efficacy of professional instruction for primary school
teachers. Rather, they argued that the preparation for elementary teachers was far different
than that required of secondary teachers. The Normal’s academic orientation and its failure
was caused by its inappropriate focus on the preparation of secondary teachers. The great
need of the state, they argued, was not for instruction in the high school branches but for
well-trained teachers in the common schools. The colleges and the state University would
supply teachers for high schools.
Pedagogy and Status
What went unsaid in this criticism, however, was far more significant than the simple
assertion that common school teachers taught students younger than high school teachers.
Education for the masses, which was to be provided in the common schools, was actually an
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alternative to the “true” education provided in colleges and universities and the new
preparatory institution—high schools (Perkinson, 1995). Common schools did not address
the same purpose as advanced forms of education. How common school teachers and high
school teachers were to be trained was implicitly linked to the conceptualization of the
content and structure of knowledge to be taught to pupils of different social status. The social
value attributed to discrete forms of knowledge differentiated the ends to be served by the
different levels of schooling. This distinction can be summed up, as historian Perkinson
(1995) wrote, “by the terms initiation and socialization” (p. 8).
Those of the upper and upper middle class were to be provided an education that
initiated them into the cultural heritage of elite society—the liberal arts. Liberal learning,
which was not to serve any extrinsic purpose, was to provide students with broad culture and
liberality of attitude (Perkinson, 1995). Rather than provide an education that was technical
in nature and peculiar to any single profession, a liberal education was to lay the foundation
of knowledge common to them all. Only those who were liberally educated were qualified to
be of an elite status and, concomitantly, liberal learning was an elite form of knowledge. It
should be noted that by the middle of the nineteenth century, tensions were beginning to be
felt even in higher education between proponents of technical-profession training and those
who supported liberal learning. It is ironic that these tensions began to occur as higher
education expanded and began to include more lower status students.
However, the education to be provided the masses in the common schools was to be
quite different. The common schools were only to offer the rudiments of reading, writing,
and ciphering. The most important function of the common schools was to serve an extrinsic
purpose (Perkinson, 1995), to develop “a sense of social duty, and well-disciplined work
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habits for students whose class background destined them to a life of manual labor or small
trades” (Herbst, 1980, p. 12). “In short,” wrote historian Perkinson (1995), “this education
was a process of socialization; the integration of children of the lower class into the existing
society by having them learning the skills, understandings, sentiments, and beliefs,” believed
to be important by those who would oversee the common schools—liberally educated college
and university graduates—and concomitantly, those who would rule (p. 9). Any scholarly
efforts to move these students beyond the narrow dictates of their current station in life was
not seen as necessary; a liberal education was inappropriate and would be lost on those who
did not have the innate abilities possessed by those of a higher social status.
From this perspective, the social location of individuals and groups was to determine
their access to a stratified body of knowledge. Education was to serve as a gateway to power:
the powers of communication, career, income, reputation, and social status. Education would
thus divide society between the haves (those “properly” educated) and the have-nots (those
provided only a rudimentary education proscribed by the haves). Social stability and progress
could be secured, these critics argued, only if this balance were maintained. This could be
accomplished only if teachers were prepared to fit the students they would be educating.
Accordingly, teachers in high schools could only be prepared in colleges and at the
University of Michigan because of their special preparatory function. Only higher education
offered a course of study sufficiently extensive enough to provide the requisite culture and
scholarship to prepare principals and high school teachers. Within the liberal tradition, one
learns to think by thinking “liberally;” “the process of learning and thinking are at their best
identical” (Borrowman, 1965, p. 3). In their view, engagement in the process of “thinking”
through a liberal course of study simultaneously trained one to teach (Borrowman, 1965).
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This, however, was not expected of normal school students. It was not believed
necessary for these teachers to possess the gentility, cultivation, and learnedness required of
high school and college instructors. Common school teachers, who were to be trained in the
Normal, were expected to transmit a body of knowledge that did not require scholarship or
independent thought. They were required, as were their students, to be obedient and loyal,
and to teach “ a curriculum prescribed by the board of education, through texts selected by
these boards…according to methods suggested by master teachers or educational theorists
most of whom had been educated in colleges” (Borrowman, 1965, p. 22).
The Normal School was to offer a course of study scarcely above the average graded
or union school. Its purpose, they argued, was to attract those students who had most recently
completed their own primary school education and provide them with enough academic
training so they could master the elementary school subjects, and for want of other
opportunities, return to the primary schools as teachers. Training of elementary teachers
should be confined to approved methods of schoolroom management, appropriate
dispositional development through observation and practice teaching, and the advancement
of an esprit de corps necessary to sustain elementary teachers in their calling.
The critics of the Normal viewed a preparation program limited in its academic scope
and focused on technical training the most efficient and cost effective method for preparing
the quantity of teachers needed to educate the masses in the common schools. It made little
sense to “overeducate” common school teachers, as this would increase the cost of providing
schooling to the lower class. So long as the “Normalites” were prepared in a manner that did
not permit them to compete for higher-paying graded or high school positions, the cost of
operating the common schools could be contained. Encouraging common school students to
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be trained in the Normal and then return to educate their “own kind” meant that liberal
learning was not to be required. The Chair of Pedagogy at the University of Michigan,
William Payne, echoed these sentiments when he explained that technical training offered
immature students at the Normal School, “who could be expected to become competent
craftsmen, at best, was fundamentally different from the liberal-professional education
offered potential educational leaders” (in Borrowman, 1965, p. 13).
The “Great Experiment”
The report issued by the Board of Visitors in 1877 was the most scathing to date,
charging that the Normal made no pretense to normal instruction. They challenged those in
the faculty who asserted that the academic courses were taught with the aim of how to teach
the subject matter. “If the Normal School devotes itself largely to academic instruction,” they
declared, “the real methods inculcated—no mater what the lecture and reading may be—will
be academic” (Forty-first Annual Report, 1877, p. 43). While they conceded that there might
have been a time when, because of the lack of advanced schooling in the state, students were
deficient in their academic preparation, this was not the case now. The Board pointed out that
today “Michigan boasts 300 graded schools—most of them with high school
departments…six academies and seminaries, eight colleges, and one university” (Forty-first
Annual Report, 1877, p. 45). With more than 9,000 teachers in the state and between 3,000
and 4,000 new teachers needed every year to replace those who left the field, the Board
demanded that the Normal restrict its efforts to the education of elementary school teachers
(Forty-first Annual Report, 1877). Presently, they complained, “pupils are expected to take a
full line of studies…over a regular academic or high school course…receive some lectures
on pedagogy…and do a limited amount of practice teaching in the model” (Forty-first

349
Annual Report, 1877, p. 44). In their judgment, the focus of the Normal School should be to
“graft onto the native ability and acquired culture the best methods of teaching and
governing” (Forty-first Annual Report, 1877, p. 44). They warned the Normal principal and
faculty not to “weary the patience of its friends and opportunities endeavoring to expand
itself into a university. A Normal School should chiefly look to others for academic work”
(Forty-first Annual Report, 1877, p. 45).
Believing that the time had come to make changes, the State Board of Education in
its meeting of March 1878 appointed a committee to investigate the propriety and necessity
of a change in the Normal’s course of study (Gower, 1880). In the spring of 1878, the
committee presented its proposal to the Board of Education. The committee recommended
that the school of observation and practice be enlarged to provide a graded school
representing all the departments of the best-graded schools in the state. They suggested that
an effort should be made to establish some relationship between the Normal and the Ypsilanti
public schools. They acknowledged that such an arrangement had existed earlier but that this
had been limited to the high school. This type of arrangement, they believed, should be
avoided because, in their judgment, a relationship with a high school led to excessive
academic instruction in the Normal. By enlarging the school of observation, students
applying to the Normal who were deficient in their academic preparation could make such
preparation in the practice school.
In addition; the length of courses should be one school year. From their perspective, it
made little economic sense for the state to spend four years educating teachers who remained
in the field on average scarcely three years. The curriculum should be changed to three oneyear courses: the common course, higher English course, and language course. Each of these
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was to fit a teacher for the lower and higher grades of the common and graded schools. Aside
from a general review of the branches to be taught, the committee emphasized that these
courses were to be confined to professional instruction (Forty-second Annual Report, 1878).
Their final recommendation was that the Normal School should do more than impart
normal instruction—it should sift its pupils. A diploma from the Normal, the committee
asserted, should guarantee to the citizens of the state that the teacher could properly teach and
manage a school. This was to be accomplished in the “school of observation and practice” by
requiring prospective teachers to demonstrate their knowledge of approved methods, aptness
to teach, and the ability to manage a school (Forty-second Annual Report, 1878).
The Board of Education adopted all of the committee’s recommendations without
dissent, stating that “it cannot be denied a wide spread feeling exists in the state that this
institution has been too much an academy or high school…the time has now come when it
should be a specialized school, doing in a credible way an essential work not elsewhere done
in the state” (Putnam, 1899, p. 65). Thus began what would come to be called the “great
experiment,” an endeavor described by the Board as “one quite in advance of any thing
previously undertaken”—the exclusion of all academic work and the complete devotion to
professional instruction. Now, the Board proclaimed, the Normal School will be able to
“qualify teachers for their work in all departments of our district and graded schools, to
increase their teaching power and to send them forth to their fields of labor, filled with the
spirit of their profession” (Forty-second Annual Report, 1878, p. 37; italics added).
Beginning in the fall of 1878, the courses and requirements for admissions were
modified in accordance with the plan adopted by the Board of Education. The result of these
changes in the organization and arrangements of the Normal School placed a large number of
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students who had been in the lower courses of the Normal proper into the high school
department to be taught not by the professors of the Normal but by upper class students. The
catalogue for the year 1878-79 listed 473 students attending the practice school and only 104
in the “Professional” department. In contrast, the 1877 catalogue listed only 154 students
attending the practice school. This trend would remain the same for the year 1879-80 as 404
were in the practice school and 71 were in the professional department (Michigan State
Normal School Catalogues, 1877, 1878, 1879).
The reorganization, however, did not meet with general approval. The majority of the
students reacted unfavorably to the changes, and a marked decline in enrollment was
experienced the year following the implementation of the experiment. The overall enrollment
in the Normal School “proper” dropped from 409 students in 1875 to 298 students in 1880
(Flokstra, 1932). While some did not think the change went far enough, the majority believed
that the sharp separation between academic and professional training worked undue hardship
on the Normal School since many of the students came with a meager preparation, while
others desired advanced course work (Flokstra, 1932). At the end of the of the fall term in
1879 Principal Estabrook resigned. With the resignation of Estabrook and the decline in
enrollment, the Board of Education was vexed as to the direction to be charted by the Normal
School’s next principal. “The school was to a certain extent in a transition state,” reported the
Board, and “the most important task of the new principal would be to restore the balance in
the curriculum and once again move the Normal forward” (in Isbell, 1975, p. 121). In the
spring of 1880, the State Board of Education chose the principal of the Normal at Potsdam,
New York, Malcolm MacVicar, for this task. His first step was the abandonment of the twoyear experiment.
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A Chair of Pedagogy
At the same time the Normal School began its curricular experiment, the University
of Michigan’s role in the preparation of teachers would also experience a significant change.
From its founding in 1837, the University was to play a role in the training of teachers. The
branches of the University were to serve the dual role of preparing students for the University
and training teachers for the common schools of the state. With the demise of the branches in
1845, there were frequent calls for the establishment of a normal department at the
University of Michigan. However, the faculty of the University showed little interest in the
training of elementary school teachers. In 1846 and again in 1848, bills were introduced in
the state legislature to establish a normal department at the University, but these efforts came
to nothing. Just as the legislation for the Normal School was being passed, Isaac Crary, one
of the architects of Michigan’s public school system, sought to revive the University
branches. This effort also failed.
The University faculty was not indifferent to their role in the training of teachers;
many students taught for periods during their enrollment at the University, and its graduates
filled many teaching positions throughout the state. It was believed, however, that a thorough
preparation in the liberal arts was sufficient to prepare one to teach. The immediate impetus
for the establishment of a university course for prospective teachers came about because of
competition from out-of-state institutions, which were training Michigan students for
teaching and administrative positions in the state’s public schools (Partridge, 1957). In 1859,
Henry Frieze, a Latin professor, introduced the first “Teachers Course” for students who
intended to teach the ancient languages (Catalogue of the Officers and Students, 1859).
“Teachers Courses” in other subjects would follow, and these courses would continue to be
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offered to seniors who wished to prepare themselves to teach throughout the 1860s and
1870s. It was the intent of these courses to prepare students to teach in the growing high
schools of the state, with the training of teachers for the elementary schools left to the union
schools and the State Normal School. In 1863, Superintendent John M. Gregory asserted,
“since the University sends so many of its students to become teachers it ought to instruct
them in the art of teaching” (Twenty-seventh Annual Report, 1863, p. 6). Between 1861 and
1863, Gregory also presented a series of lectures on the Principles of Teaching to seniors at
the University who intended to teach.
With the establishment of the Diploma Plan in 1871, the University’s faculty became
more closely acquainted with the quality of teaching being done through their inspection of
high schools throughout the state. Because of this exposure, they were favorably disposed to
support efforts to expand the University’s role in the preparation of high school teachers,
principals, and superintendents. Superintendent Daniel Briggs suggested in 1873, when the
University introduced its teacher’s diploma, “it cannot be doubted that some instruction in
pedagogics would be very helpful to the senior class” (Thirty-seventh Annual Report, 1873,
p. 228). He renewed his request in 1876, stating that a normal department at the University
could add prestige to the profession of teaching (Forty-second Annual Report, 1878).
University of Michigan President James Angell agreed with Briggs and urged the Board of
Regents in 1874, and again in 1878, to provide for some kind of instruction in “Pedagogics”
(Partridge, 1957). In Angell’s 1878 request, he proposed that a non-resident lecturer in
pedagogics be appointed part-time, but the Regents went beyond his suggestion and
established a chair of “The Science and Art of Teaching” (Jackson, 1926). Acting on the
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faculty’s recommendation, the Board appointed William H. Payne to the first chair of
pedagogy in June of 1879.
It was clear from Angell’s report of 1879 that he had high school teachers in mind
when he made his proposal. “We desire it to be most clearly understood that we have no
intention of invading the territory of our neighbors of the Normal School,” he wrote. “The
line between their work and ours is very distinct” (Angell, 1879, p. 10-11). In addition, the
popular conception held that teachers at any level should be graduates of the unit just higher;
therefore, only high school teachers needed to attend colleges or universities (Partridge,
1957). Payne (1868b) made it clear that the work of the university department of education
was never intended to duplicate the work done in the Normal School. Payne perceived the
function of the university or college to consist of providing a liberal, scholarly, and
philosophical education, which leaders of education required.
For Payne, the teaching profession was more analogous to the military establishment
than to medicine or the law. “All who bear arms,” he wrote, “ are not professional soldiers,
so all who teach are not professional teachers” (Payne, 1901, p. 96). The teachers’ institute
and the normal school were equivalent to the soldier’s camp in military life, “while West
Point and Annapolis are typical of higher institutions devoted to the education of professional
teachers” (Payne, 1901, p. 96). One could not expect, he explained, for the great masses of
teachers to engage in a thorough study of the science of education. According to Payne,
teachers for the inferior schools—the rank and file classroom teacher—should be provided a
good secondary education and instruction in approved methods of schoolroom management,
while the university should prepare “the professional corps of education leaders or officers”
(Payne, 1901, p. 99). Consequently, Payne did not believe it was necessary to provide for a
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school of observation and practice teaching. Technical training and liberal studies were, in
Payne’s view, incompatible (Snarr, 1941). He maintained that professional training should
consist of the study of educational science, and the development of scholarly and
philosophical insight, methods, and techniques, while recognized, were not to be stressed
(Partridge, 1957). It was clear that Payne meant to see the education of elementary school
teachers segregated from the preparation of high school teachers and school administrators
(Snarr, 1941). However, the University of Michigan would be unable to fulfill its
appropriated function of preparing all teachers for the secondary schools; hence, the Normal
School would come to supply secondary school teachers as well as elementary school
teachers.
The growth in secondary education that took place in the 1880s and 1890s was not
driven by a growth in the number of students seeking a preparatory institution. Instead, high
schools were becoming as “common” as the “common” elementary schools. Rather than a
link down from the University as men like Payne averred, secondary schools were becoming
an extension up from the “common schools”; its teachers were not a type of “junior”
professor but were to become an advanced form of an elementary school teacher. This would
contribute to an erosion of the status of secondary teachers similar to that experienced by
elementary teachers.
The Normal Becomes a College
When Principal Malcolm MacVicar arrived at the Normal in 1880, he found in
operation the experimental curriculum that restricted the Normal’s courses to only
professional work. MacVicar, who believed in a strong emphasis in academic preparation,
immediately abandoned the experimental curriculum and insisted that all programs include a
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broad base in academic course work. He initiated a common core of academic courses that
would constitute the foundation for all students, a concept that later would become known in
higher education as “general education.” He also laid the foundation for students to
concentrate in areas of “special prominence,” in what would eventually evolve into “majors”
and “minors” (Isbell, 1971). In consultation with the faculty, he developed five distinct
programs of study:

Table 11
Normal School Course of Study, 1880
Scientific Course

4 year course

Language Course

4 year course

Literary Course

4 year course

Art Course

4 year course

Common School Course

2 year course

Note: From A history of the Michigan State Normal School., 1899, by D. Putnam, Ypsilanti,
MI: The Scharf Tag & Box Co.
MacVicar did not abandon professional training; the proportion of professional course
work remained roughly a third of a student’s course load as it had earlier (Calendar of the
Michigan State Normal School, 1881). Rather, he shifted its focus from technique and
methods to a more theoretical approach. Courses on the philosophy of education and the
principles of teaching replaced courses in object teaching and school governance (Calendar
of the Michigan State Normal School, 1881). The course work began to closely resemble the
professional course work found at the University of Michigan. In addition, MacVicar
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believed that no amount of book study could replace experience in the classroom. He
asserted:
In making provisions for the education of teachers it must not be forgotten
that teaching, organizing, or managing a school is essentially an art, and that
the power to do work well must be acquired, like all other arts, by doing the
work rather than ‘talking’ about it (Forty-fourth Annual Report, 1881, p. 67).
While MacVicar would serve as principal for only one year, the changes he brought
to the Normal’s curriculum would continue to influence the Normal’s course well into the
next century. While the number of courses and subjects taught would gradually increase and
be modified, the organizational structure he brought to the curriculum—a broad base in
academic course work, professional studies grounded in the principles of teaching, and a
period of concentrated practice teaching—would remain the template for teacher training into
our own time.
In recognition of the advances being made in the public schools, in 1881, students
were permitted to enter advanced course work without examination by presenting a
certificate from the superintendent or principal of a high school, graded school, or other
institution approved by the faculty of the Normal (Forty-fifth Annual Report, 1881). Over the
next three years, the Normal began to be organized into departments. The departments of
chemistry and physics, natural science, and English would be the among first to be organized
as such (the Department of Classic Languages had been organized in 1872). It should be
noted that the Department of Mental and Moral Science and Theory and Art of Teaching
would not be organized until 1893. In addition, the faculty was beginning to resemble the
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faculty of the University of Michigan as more subject area specialists with PhD’s were being
hired.
In 1883, the Board of Education appointed Edwin Willits principal of the Normal.
What made his appointment significant was that he was neither a protestant minister nor a
professional educator, a first for the Normal. The Board explained its decision to hire Willits,
a lawyer by trade, by emphasizing that the legislative act to establish the Normal provided for
the instruction of its pupils “in the fundamental laws of the United States, and in what
regards the rights and duties of citizens” (Forty-eighth Annual Report, 1884, p. 69). By
calling attention to the broader scope of the legislative intent for the Normal, the Board was
charting an expanding mission for the Normal. In Willits first report to the Board, he
affirmed this position when he wrote:
Theoretically, it has been claimed that each should be strictly confined to
its sphere—that the academy, high school, or college should have the sole
supervision of the subject matter and the Normal School of the methods.
Like all theories, this one fails in its extreme. (Forty-seventh Annual
Report, 1883, p. 46)
If anyone harbored sentiments in favor of the great experiment, the appointment of Willits
signaled that this effort would not be revived. By 1884, the common school course was
dropped and a three year English course substituted (Isbell, 1971). In that same year,
penmanship was dropped from the curriculum, being replaced by algebra (Flokstra, 1932).
While the Normal was making steady progress in a collegiate direction, it was also
able to thwart attempts by the University of Michigan to invade its domain. In the legislative
session of 1884-85, the University Regents introduced a bill that would have given it the
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same authority to grant a teaching certificate as that possessed by the Normal. Willits and the
Normal faculty were able to defeat this request. They insisted that granting this authority to
the State University would interfere with the work being done by the Normal. Retaining this
exclusive position allowed Normal graduates to compete with University of Michigan
graduates, especially in rural high schools. Rural districts were unable to afford college
graduates, and this provision permitted rural districts to hire Normal graduates without
examination, which they were more than happy to do.
The Board of Visitors recommended in 1887 that, in order to keep pace with the
advances being made in the public schools, the Normal should increase its requirements for
admissions and add one year of advanced studies so that the Normal would remain ahead of
the high schools and its graduates qualified to teach in a secondary school (Fifty-first Annual
Report, 1887). Newly appointed Principal John Sill endorsed the Board’s recommendations,
believing that such an extension would lead to a literary or pedagogical degree (Fifty-second
Annual Report, 1888). “Such a plan,” wrote Sill, “would not only meet the wants of our own
graduates, but it would give also a needed opportunity to graduates of colleges and the
University to obtain in a brief post-graduate course…under expert supervision” (Fifty-second
Annual Report, 1888, p. 44). Two year later, the Superintendent of Public Instruction
suggested that the Normal School should trust the high schools and admit graduates without
examination. The following year, all high school graduates were being admitted directly into
the Normal.
Not everyone, however, was pleased with these changes. L. R. Fiske, President of the
State Teachers Association, complained that the Normal had veered too far from its primary
task; “it should either cease doing so much academic work and put its strength upon the work

360
of training men and women to teach…or change its name…and cease laying claim to being a
normal school” (Fifty-second Annual Report, 1888, p. 214). However, it would be the
conflict between Professor Charles Fitz Roy Bellows and the Board of Education that would
epitomize the battle that had been waged over the question of whether the Normal should
become an exclusively professional institution. The outcome of this conflict would lay to
rest, if not the name of the Normal, the pretense that the Normal was to be an institution that
offered only professional course work.
Bellows, who had been among the strongest supporters of the 1878 experiment,
continued to fight for a strong professional emphasis even after the abandonment of the
experiment in 1880. He charged:
The people of Michigan in their collective capacity imagine that their
Normal School is an institution for the specific purpose of teaching young
men and women the art of teaching. If they knew that its pupils were
merely or chiefly taught the things which can be just as well learned in any
public high school in the State, they may not feel willing to spend $10,000
a year upon something that has no real existence. (The Michigan
Moderator, June 18, 1891, p. 622)
In the years that followed the failed experiment, Bellows became fanatical in his
efforts to restrict instruction to only professional work. A professor of mathematics, he
continued to teach his math classes as courses in methods in spite of opposition from the
administration. In 1890, the problem had become so serious that the State Board of Education
sent a committee to Ypsilanti to investigate the situation. In their report they rebuked
Professor Bellows and emphasized that his academic courses should focus on the content of
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arithmetic and not methods (Isbell, 1971). The Board of Education requested that Bellows
adopt a textbook and keep his academic instruction academic or resign. He did neither. The
following year he was dismissed from the Normal (Isbell, 1971). The State Board of
Education had made it clear that the academic work of the Normal would no longer be
compromised. In an ironic twist, the private normal in Mount Pleasant, which began
operations in 1892, hired Bellows after his dismissal to be its first principal. Three years later
when the state made plans to take over the Mt. Pleasant Normal School, they had to deal with
then Principal Bellows.
In the same year as the Bellows affair, advanced courses leading to a Bachelor of
Pedagogics and Masters of Pedagogics would be introduced (Fifty-fourth Annual Report,
1890). Over the next three years, the Normal would move to an academic department
structure with Principal Sill and the heads of the departments organized into a Normal
Council with authority to make recommendations to the Board. A separate Department of
Pedagogy was organized, testifying to the discrete place teacher training courses now played
in the overall curriculum of the Normal, which was rapidly becoming dominated by subject
area specialists.
While in its early years the faculty of the Normal had tended to resent the subject
matter courses as an intrusion on their proper activities, because of the academic
advancement of the Normal by the 1880s, a number of faculty in the subject matter areas
began to appear. These new faculty hires, subject area specialists with PhD’s, began to
upgrade the subject matter course to more closely resemble the type of course work offered
in colleges. The continued demand for the preparation of “advanced” teachers placed an
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increased level of pressure on the Normal for teachers adequately prepared in the subject
matter areas.
A brochure published in 1893 for the Columbian Exposition in Chicago reflects the
ambitious thinking of the faculty and the direction of policy at the Normal:
The function of the Michigan State Normal School is to prepare teachers,
both academically and professionally, in the most thorough manner
possible….And no teacher is so equipped unless his own culture and
training have been carried considerably beyond the limit to which he may
be called upon to conduct the pupils under his general supervision….In
other words, he ought to pursue his own course of instruction considerably
beyond the limit of the best High School courses of study. (The State
Normal School of Michigan, Its Plans and Purpose, 1893, p. 21)
This brochure went on to describe the admission requirements of the University of Michigan
as determining the upper limits of high school instruction, asserting that the Normal was
actually providing college-grade work in mathematics, history, English, physical science,
natural science, Latin, and Greek. “This school,” the brochure explained, “occupies the
ground of higher education….and it has been moved thereto by the steadily increasing
demands of the Public Schools” (The State Normal School of Michigan, Its Plans and
Purpose, 1893, p. 22)
Professors of Pedagogy at the Normal now found themselves operating in a collegiate
department structure that was guided by the canons of the academy rather than the public
schools. Consequently, these professors of education, with an appreciation for the changes
occurring and an aspiration for greater academic prestige, began to argue that science could
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inform the work of teachers. By upgrading their disciplinary content and emulating the type
of pedagogical instruction beginning to take form at other colleges and universities, the
faculty of education at the Normal came to believe that the education of teachers could be
given legitimacy through the application of science. Through rigorous and scientific
observations, they argued, reliable information could be provided teachers.
The “new psychology” being given form by educators such as G. Stanley Hall and his
“child studies” research began to assert that scholarship in education constituted a distinct
academic discipline. Through careful observation of a child’s mental growth, useful scientific
principles could be deduced that would inform educational practice. “The psychologist of the
new dispensation,” noted Normal professor Putnam (1899), “must see every statement
proven by experiment and measurable before he will commit himself in regard to it” (p. 64).
This method of reasoning began to reshape the nature of “professional” coursework at the
Normal from a “ministerial” referent to a “technical” referent. A search for a science of
learning and pedagogical efficiency would come to guide the work of faculty in the Normal’s
Department of Psychology and Pedagogy.
The Normal had advanced so far by 1894 that the State Senate began to question
whether there was a difference between the work done at the University of Michigan, the
State Normal School, and the State Agricultural College. A motion to establish a special
committee to investigate the charges that work was being duplicated, however, was never
carried out. With the legislature’s attention shifting to the establishment of another normal
school at Mt. Pleasant or Marquette, the issue was never revisited. The leadership of the
Normal school discontinued its opposition to additional normal schools, stipulating rather
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ironically that the work of these new institutions should be confined to the preparation of
teachers for the common schools of rural Michigan.
By the conclusion of the 1890s, the Normal School was no longer a struggling
secondary school seeking to justify its existence. With the development of a second normal
in 1895 and a third in 1899, it was clear that the Michigan State Normal School was
something other than a “normal” school. The enrollment of the Normal School had increased
from a few hundred students in the 1850s to well over 1,000 in 1899, while the total number
of teachers teaching in the state had increased from 11,014 to more than 16,000 over that
same period of time (Putnam, 1899). It is difficult to determine with any accuracy how many
of the Normal’s students actually crossed the threshold of any of the public schools within
the state. Anecdotal records would suggest that a significant number of the Normal’s students
contributed to the expansion of schooling across the state. However, the students who
attended the Normal were different from their cousins who attended the University to the
west, and this difference contributed to the distinct character that would shape the Normal’s
destiny. By the end of the nineteenth century, half the students attending the University of
Michigan came from out-of-state and represented a class of students who could afford the
preparatory work necessary to qualify for a university education. The “Normalites,” on the
other hand, were represented by few who came from anywhere other than the towns and
villages that surrounded the Ypsilanti campus. “Our students are working men and women,”
wrote Principal Sill, “who earn their little money by the hardest toil. The cost of books is
often the ‘last straw that breaks the camel’s back’” (in Isbell, 1871, p. 138). These students
sought an intermediate level of school that, as the Normal began, was not available in other
regions of the state. While many surely attended in order to prepare themselves for the work
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to be found in the common schools of the state, as the common schools of the state advanced
so too did the aspirations of the students enrolling in the Normal. They wished to prepare
themselves for work in advanced schools that offered better pay, more prestige, and the
opportunity to actually make a career out of teaching.
While teacher preparation would remain a requirement for a diploma until the 1930s,
it is clear that many students came to the Normal intending to teach only for a short period of
time, if at all; many sought the advanced academic studies offered by the Normal. The
combination of these two forces, one for access to an intermediate level of schooling and the
other a desire by those who wished to teach to be prepared in a manner that would afford
them the greatest opportunity to secure an advanced teaching position, compelled the
Normal’s leaders and faculty toward its collegiate end.
A normal, in its purest sense, was not to be sustained along the banks of the Huron
River. In 1899, an act was passed that changed the name of the “Michigan State Normal
School” to the “Michigan State Normal College” (Public Act No. 52, 1899, p. 86). While still
an institution established to prepare teachers, an era had passed. In the next fifty years the
Normal College would be transformed into a multi-purpose university, its time-honored
name abandoned to be replaced by a faceless title referring to geographical location, a denial
of its status as the State’s Normal School, and placing the preparation of teachers alongside
the variety of non-teaching degrees offered at the University (Isbell, 1975). However, the
historical currents that had forged the development of teacher training in general and normal
schools specifically, those “shared typifications” or generalization and interpretations
regarding the institutional structures of schooling and teaching, would remain embedded in
the institutional structures that would become Eastern Michigan University.
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Chapter 6
SUMMARY AND CONCLUSION
This study grew out of a desire to gain an understanding of the causal underpinnings
and organizing building blocks that guided the institutionalization of teacher education. To
gain this insight, an examination of the historical development of teacher training in Western
civilization culminating with a study of the establishment of the Michigan State Normal
School during the mid-nineteenth century, the formative years of formal teacher preparation
in the United States, was undertaken.
In order to understand the significance of the educational work done in Michigan and
how the preparation of teachers became formalized and institutionalized, it was essential to
know, in addition to a knowledge of the political and social conditions of early Michigan,
something of the ideals and conceptions of educational thought that had evolved in the
Western world and had been transported to the New World by the Puritans of New England,
the direct ancestors of the founders of Michigan. This investigation, therefore, began with an
examination of the norms, values, cognitive categories, and conceptual schema that made up
the educational inheritance of Michigan’s founders.
However, the analysis conducted here recognized that a purely historical narrative
would be devoid of the insights necessary to develop a conceptual understanding of the
historical events under study. Therefore, this study utilized analytical and conceptual
frameworks developed in disciplines outside history. By incorporating institutional analysis,
as conducted in the fields of sociology and political science, this study was able to consider
how systems of rules, beliefs, norms, and social structures, guided and enabled certain
institutional trajectories while concomitantly impeding others. By combining historical and

367
social scientific methods of analysis, this study sought to advance our historic understanding
of the specific events that gave birth to the Michigan State Normal School on the one hand,
and our understanding of the organizing biases that have shaped the institutionalization of
teacher preparation generally, on the other hand.
In charting the presentation of this study, the chapters were organized to provide a
coherent treatment of the research and to draw the reader along the historic currents that have
shaped the institutionalization of teaching. Chapter 1 presented the introduction, background,
purpose, and significance of the study. The methodology utilized to conduct this
investigation was reviewed in Chapter 2. Chapter 3 described the historical and institutional
literature upon which this study was grounded. Chapter 4 presented the historical
development of educational institutions in the earliest of western civilization into the “Old
World” and traced the migration of these institutional patterns to the American Colonies,
specifically through the Puritans of New England, concluding with the period immediately
following the Revolutionary War. Chapter 5 described the evolution of the Michigan
Territory through statehood and the formation of educational institutions within the state.
Within the context of Michigan’s educational history, the establishment and transformation
of the Michigan State Normal School to an institution of collegial status was presented.
Herein, Chapter 6 summarizes the findings and discusses the implications of the study for
leaders of teacher education and suggests future research regarding the institutionalization of
teacher education. To serve as a guide to this investigation, the following questions were
developed:
1. How did institutions for the preparation of teachers originate?
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2. How was the development of teacher preparation at Michigan State Normal
School (MSNS) related to the development of formal schooling in Michigan?
3. How did the institutional environment, within which the preparation of
teachers evolved at MSNS, influence and determine the form this institution
would take?
4. What organizational and institutional structures formed the building blocks for
the development of teacher education at the Michigan State Normal School?
5. How did these building blocks organize and define the nature of conflict at
MSNS?
Summary and Discussion
Western Educational Heritage
Human “culture” began to appear only as humans began to control their environment
and, most importantly, pass on what they had learned to the next generation. In the earliest of
“primitive” societies, the values, beliefs, norms, and technical skills necessary for the
survival of the clan were transmitted to the next generation through informal and nonformal
methods of education. Education did not occur in a separate educational institution but was
an integral part of cultural life. As such, all members of the community served as teachers;
the teaching function was not delegated to a “special” teaching group. One was prepared to
teach by virtue of his or her membership in the community.
As communities became more complex, individuals began to be differentiated by the
tasks they performed. Elders, medicine men, storytellers, or seers began to emerge as a
priestly class who had the responsibility of formulating and passing along certain aspects of
tribal customs and folkways. The rudiments of a specialized “teaching” group began to
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emerge. In addition, certain “occupational” groups evolved who performed specialized tasks
or produced specialized products. Special training was often given to those who were to be
inducted into these groups so that individuals could be taught the skills and secrets of these
specialized vocations. Out of convenience, or perhaps from a belief that those who possessed
these specialized skills were uniquely endowed, this distinct form of education became
hereditary, as a father would pass along his expertise to his son. Even in these specialized
settings, education occurred through informal and nonformal methods—sons would
participate with their fathers in the actual performance of the tasks to be learned. In its
nascent form, the apprenticeship became the basic means of handing on technical skills from
one generation to the next.
Over the centuries, as well-defined political, economic, and religious institutions
emerged, the apprenticeship as an educational institution became more sophisticated, with
higher social status being accorded those who had completed an apprenticeship. As
occupational diversity increased and workers organized into associations based on vocational
specialization, these groups gradually began to assume control of apprenticeships. The
apprenticeship would become not only a mechanism for training craftsman, artisans, and the
early professions but also a means by which first the associations, and later the community,
would control access to the respective trades or crafts and the knowledge therein.
Consequently, apprenticeship as an educational institution evolved to serve the interests of
the state and to control access to social status in the emerging civilizations.
While the institution of apprenticeship arose to provide practical education for
various occupational groups, the development of writing created a demand for different
educational structures. Formal schooling appeared when it became important to teach certain
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people to read and write, particularly the priestly class, the secular scribes, and the politically
dominant. In time, additional occupational groups, medicine and law, began to accumulate
systematic bodies of knowledge for which apprentice training was not efficient or effective.
This type of learning had to be acquired through formal schooling and could not be “picked
up” incidentally. Although there would continue to be an intermingling of experiential
learning and intellectual learning, the two would gradually become separate enterprises, with
each ascribed a differentiated level of social status. The school became the specialized place
where a systematic body of knowledge that rested upon intellectual understanding, separate
from merely “learning how to do something,” was to be acquired. Sets of individuals, experts
in these bodies of knowledge, began to be organized into formalized teaching groups.
However, the qualifications to teach in these schools did not differ significantly from
those which qualified one to be an apprentice master—a mastery of the “content” to be
taught. Again, imitation formed the foundation of pedagogical practice. Reasoning and
rational thought were believed to be best learned by students who imitated the great masters
engaged in the thinking process. One conversant in the knowledge deemed culturally worthy
was qualified to teach.
Formal schooling, however, was not to be a part of the prospects for the great mass of
people. Education for the masses was essentially the same as that provided in pre-literate
times. While the church would make some efforts to provide schooling for the lower class,
what education was provided typically occurred in nonschool agencies. The majority were
educated by their families in the occupations they knew, be it farming or other forms of
labor.
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As social institutions became increasingly differentiated, education also became a
differentiated social institution. With religious and political leaders and the privileged class
associated with these leaders acquiring more power and authority, formal schooling came to
be controlled and administrated in their interests. Class distinctions were organized into the
very fabric of the earliest educational institutions. These divisions were culturally viewed as
normal and morally appropriate and were reflected in the civil laws and religious doctrines of
the various societies. Most importantly, the content and structure of knowledge came to
represent the ideological and theological configurations of the dominant interests and became
the institutional building blocks in the institutionalization of schooling. The stratification
found in the institutional environment was reflected in a stratification of knowledge in the
newly forming educational institutions.
While over the centuries conflicts would occur between theological and secular
doctrines, and within theological traditions, over what constituted the appropriate content of
learning requisite for elite status would occur, the institutional structure of education
remained unchanged. Formal schooling existed for the political and religious elite and the
apprenticeship provided training for specialized vocations and some professions—a growing
middle class—while the bulk of the population would remain illiterate and unschooled.
Teachers were required only to be experts in the knowledge and/or skills they were to teach.
Pedagogy was grounded in a conceptualization that learning occurred through observation
and emulation.
This would be the essential institutional structures of education as the Protestant
Reformation rejected the primacy of the Roman Catholic Church at the beginning of the
sixteenth century and set aflame a social and ecclesiastical conflict that would reshape all of
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Europe. With the rediscovery of the learning of the ancient worlds, Christian humanists
sought to apply a new style of scholarship to the study of the scriptures and sacred texts. The
new Christian scholars criticized the Roman Church for being corrupt and more interested in
lining their pockets with power and wealth than in promoting the welfare of their “flocks.”
However, the disintegration of the Holy Roman Empire was not only about religious
discontent. The theology of liberation also had great secular appeal to the nobility and the
emerging middle class of Northern Europe. The small political states throughout Northern
Europe, under the dominance of the Holy Roman Emperor, saw the opportunity to throw off
the chains of papal and ecclesiastical authority as a means to gain political and economic
freedom as well. While it was the desire of the Protestant reformers to challenge the authority
of the Roman Church, it was never their wish to overturn the existing social hierarchy.
Rather, this was a “grab” by the political, social, and theological elite of Northern Europe to
gain political and economic control of their kingdoms. The princes of Northern Europe
would opportunely abandon Catholicism in favor of political and financial independence and
increased power within their territories.
The dramatic socio-cultural changes wrought by the Reformation would prove
confluent in embedding the institutional structures of education in Western Europe. With the
reordering of religion and the fracturing of the social unity that it once provided, European
culture was awash in conflict. Schooling for the masses came to be seen as a fundamental
weapon in the war for the hearts and minds of the common folk. Education for the masses
could no longer be left to the “inefficient" mechanisms of informal and nonformal methods
that had formed the means of cultural transmission for centuries.
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Teaching the peasantry to read was not, however, an act of intellectual egalitarianism;
schools for the commoners were to act as agents of political and theological hegemony. In an
age of conflict, it became necessary for the political, economic, and theological elite to
control the nature and scope of social conflict. Therefore, universal schooling became the
ideal mechanism by which the appropriate sympathies for given theological and political
doctrine could be transmitted to the lower class. With the printing press providing the
technical means, “lower” schools could be an effective and efficient means for distributing
political and theological “propaganda.”
Protestant reformers held a deep belief that religious uniformity was essential to
political and social stability. It was still believed that there were individuals who deserved
positions of social and political preeminence and that these individuals would determine the
appropriate beliefs and standards of behavior to be met by the remainder of society. Luther
and other Protestant reformers were horrified by the peasant revolts inspired by their
proposed theological reforms. Schooling for the masses would become a calculated effort by
the dominant classes to design and impose an educational system that would shape children’s
beliefs and behaviors to fit the social needs as defined by those in power—an essential
element in the preservation of existing social privilege, interests, and knowledge.
The desire to enlarge the provisions for schooling and increase access to schools
prompted a reconsideration of the means by which teachers for these “lower” schools ought
to be prepared. Enlarging the access to schooling entailed not only increasing the number of
schools but also finding a sufficient number of competent schoolmasters. What constituted
competence became a matter of significant debate. Tradition dictated that one was qualified
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to teach by mastering the subjects to be taught, and pedagogical practice prescribed that
students learned by emulating the practices of the teacher.
However, these “new” schools were to provide only the rudiments of “intellectual
learning.” The focus of these schools was to be the indoctrination of students in the
theological and ideological practices prescribed by the upper elements of society.
Consequently, teaching and pedagogy required special attention to ensure the efficacy of
these new schools. While our notions of how things are learned can be dated back to the
earliest of civilizations, it was only when the reformers of the Reformation called for
schooling to be made accessible to the lower class that the necessity to provide special
training for teachers became a concern, along with the contemplation of pedagogical practice
that would prove to be the most efficient in the education of common children.
Although Martin Luther and other Protestant educational reformers would call upon
public officials to increase accessibility to schooling for all children, their principal interest
was on institutions of secondary and higher education to prepare leaders for service to the
church and state. As a result, the expansion of education primarily affected schooling for the
upper and middle classes. Yet the trend to enlarge access to schooling for all children was
given genesis during the Reformation. Concomitantly, the belief that the teachers of these
lower schools required specialized preparation was beginning to be seen as an essential
element in the success of these new institutions.
As the earliest settlers made their way to the New World, the fundamental organizing
principles that would shape educational thought in colonial America were already deeply
embedded in the theological and ideological views of these colonists. The historical evidence
would suggest that:
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1) A distinction had emerged between intellectual learning and utilitarian learning, with each
ascribed a differentiated level of status.
2) This stratification of knowledge and institutional structures of education reflected the
stratified institutional environments that had evolved in Western civilization.
A) Intellectual learning and schooling would be reserved for and controlled by the
religious and political elite.
B. Utilitarian or vocational learning would be provided the artisans, craftsmen,
tradesmen, merchants, and emerging professions—the middle class—through
apprenticeships.
C. The laboring and poor classes would be provided limited schooling; its primary focus
would be the socialization of children in the ways of knowing, believing, and doing
ascribed by the religious and political elite.
3) Legitimacy was given to the notion that the church-state should control schooling for the
middle and lower classes so that schooling could regulate occupations and control the
economy, be used as a weapon to wage cultural warfare, and control the nature and scope
of conflict in order to ensure the stability of the existing social order.
4) The qualification of teachers was based upon an expertise in the subjects and/or skills to
be taught. Teaching “skills” were differentiated by the status of the students to be
educated.
5) Observation and emulation formed the foundation of pedagogical practice.
6) The need to provide specialized training for teachers and consideration of alternative
forms of pedagogy occurred only when the reformers of the Reformation contemplated
providing universal schooling for the masses.
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America’s Educational Heritage
The founding of America was the result of the complex set of political, economic, and
religious conflicts set in motion by the Reformation in Europe. The currents of ideological
and theological thought flowing through these early colonists reflected this European
heritage. Among the most influential in shaping America’s cultural development were the
Puritans who settled in New England as a consequence of the conflicts that divided
Reformation England.
While the Puritans fled to the New World to be “free” from the influence and control
of the Church of England, their intent was not to provide freedom for diverse expressions of
religious views. They did not see themselves as dissident separatists; rather, they sought to
purify the Church of England and serve as a divine example to the rest of the world. In
Christendom, they believed themselves to possess a special commission from God to
establish a perfect Protestant kingdom in the New World—tolerance was not to be a part of
Puritan society.
New England Puritanism was rooted in the Calvinist theology of the Reformation.
This theology held that the Bible was God’s true law, and while the individual ought to be
taught to read so as to have access to God’s word, it was not their intent to promote an
independent laity—a strict rule of orthodoxy was to be established. From their perspective,
religious conformity was far more important than political rights. Authoritarian collectivism
was to form the foundation of the social order they wished to establish in the New World.
The religious and political aspects of authoritarian collectivism were based on the
doctrine of predestination, in which salvation was granted to only a few, the elect. Calvinism
gave theological justification to the idea of a natural aristocracy. Prosperity was a symbolic
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and material expression of God’s blessing; it was God’s will that had made the mass of
people “sinners” and God’s chosen wise enough to direct their destinies. Thus, the state and
church, the former being the servant of the latter, were to use their authority to ensure the
purity of theological doctrine, the maintenance of the existing class structure, and a hierarchy
of authority. The complex set of social arrangements serving the interests of the Puritan
political and religious “elect” came to dominant the institutional patterns found in New
England.
The development of education in New England was largely shaped by the institutions
and outlooks of this Puritan theology. The doctrines of Calvin legitimized the principle that
schooling should be under the control of civil authority, the secular extension of the church.
The desire to teach all children to read was grounded in the belief that all knowledge
emanated from God and was revealed to man through the Scriptures. To ensure that all
“citizens” would understand and follow the appropriate theology and civilian doctrines
derived therein, it was believed necessary that all learned to read. This zeal for popular
education was reflected in the numerous laws passed in New England to establish schools.
While from the lowest to the highest, schools were to be dominatedby the religious
aims of the church, not all children would receive the same type of education. Reflecting the
class structure given legitimacy by Puritan theology, three distinct systems of education,
which had become institutionalized in the “Old” world and transported to the New, would be
developed in the Bay Colonies: 1) Private academies and colleges were to provide education
for the upper class to prepare them for positions of leadership in the colony; 2) The
apprenticeship, with some reading and writing instruction, would supply proper vocational
training necessary to secure a trade for the middle class; and 3) The unskilled and poor would
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be required to attend charity or poor schools, or if parents did not provide schooling, they
would be apprenticed out so that they could learn a useful trade.
In spite of the laws passed to establish “public” schools, education was seen by the
elite of New England as a private responsibility with well-off parents free to educate their
own children in a manner that they deemed appropriate. The elite already controlled the
educational institutions by which their children would be educated; they had created and
financed these privileged institutions. The several acts that made schooling and religious
instruction compulsory were not directed toward the “saints” but toward the children of the
poor to protect the rest of Puritan society from a possible vagrant and “dangerous” class.
“Public” schools were to be provided for those whom the leaders of the New England
colonies feared were the least likely to receive an appropriate education and from their
perspective, as “sinners,” the most in need of Puritan schooling.
Schools, however, were not seen as institutions to promote social advancement;
rather, they were to prepare the various classes of Puritan society for their places in the
community. The students and teachers of the lower class, for the most part, would be
separated from those who would attend private academies and colleges. The purpose of
schooling was to be defined by the social class of students to be educated.
The standards required of teachers for the schools of the upper class would be shaped
by the “classical” curriculum of the colonial colleges. Training in pedagogy was limited to a
mastery of the subjects to be taught. Given that “methods” of teaching were viewed as
utilitarian and not “liberal,” pedagogical instruction did not merit attention. That these
teachers would themselves be liberally educated ensured that they would possess the values
necessary to prepare their pupils for their place in Puritan society.
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Though little thought was given to the qualifications of the schoolmasters for the
lower order of schools, moral propriety, religious orthodoxy, as well as a desire to expend as
little money as possible on a schoolmaster, would be the standards applied to these teachers.
Instructional practice in these schools was directed toward teaching moral, normative, and
dispositional values. What we would describe today as the hidden curriculum was not to be
hidden at all but was to be an overt function of these institutions (Apple, 2004). Therefore,
pedagogy would be linked to understandings of school “governance” to ensure the
development of behavioral characteristics necessary to promote order and social stability.
However, the growth of a prosperous middle class, the expansive frontier, and
Enlightenment ideologies, which all promoted individual self-determination, would come
into conflict with the authoritarianism of Puritan theology. This conflict would be revealed
throughout the whole range of religious, political, and economic activities engaged in by the
colonists. With the Enlightenment, new concepts were emerging concerning the structure of
the universe, science, and the nature of man. With its emphasis on “free will” and reason and
the notion that man was endowed with the capacity to know the “natural laws” of the world
for himself, the Enlightenment opened new opportunities for the common man. Ideas and
beliefs that came to motivate the actions of men during the late seventeenth and early
eighteenth centuries were imbued with the notion of individual self-determination.
Seeking to control their own destiny and advance economic growth, a rising middle
class sought to create a “freer” environment, one in which they could play a larger role in the
determination of community affairs. They did not, however, seek to overthrow the existing
social order; rather, the economic “elect” sought to take their place along side the theological
elect. Those who moved off into the wilderness of colonial America, whether to pursue

380
economic opportunities or to protect their version of Protestantism, also sought to be free
from the control of central authority. However, just like their forefathers who had come to
the New World to promote their singular view of Protestantism, these pioneers saw local
independence as an opportunity to promote their worldview and ensure local stability.
On the eve of the American Revolution, the colonies of the Northeast were a curious
mixture of authoritarian collectivism derived from their Puritan heritage and individual selfdetermination stemming from Enlightenment philosophies and the freedom offered by a
limitless frontier. These extremes of thought, and the inherent tensions between them, would
form the framework within which the colonists would forge a new a nation, and they have
continued to shape the nature of conflict within America.
These tensions would lead to a perception of education that would come into conflict
with the educational system envisioned by the Puritan elite and given genesis during the
Reformation. The frontiersman and middle class would tolerate “schooling” only if it did not
deprive them access to learning that would assist them in their pursuit of prosperity and
independence. For the middle class, schooling should be meaningful and useful and lead to
the development of the skills necessary to prosper economically. Yet they shared with the
“old” Puritan elite the fear of the unbridled masses and the coarse frontiersmen. Schooling,
from their perspective, should prevent the breakdown of social order, which was necessary
for economic prosperity. The pioneers of the backwoods, on the other hand, while valuing
education, believed only a minimal amount of book learning was useful to them as they
scratched out an existence in the wilderness. Their fears were built upon a concern for
maintaining a way of life, their way of life, and schools were seen as a means to that end.
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They stood in opposition to centralized authority and sought to retain local control of
schooling thereby ensuring that “outsiders” would not disrupt the local social order.
By the time of the American Revolution, the colonies of New England had evolved
significantly; an expansive capitalistic ethic was replacing the religious and authoritarian
conservatism of the original Puritan settlers. The Great Awakening and the Enlightenment,
which embraced the values of individualism and self-determination, would form the
foundation upon which the American Revolution was to rest. Yet while the revolutionary
movement would draw in the common man and produce a wide array of social and political
changes, the War for Independence did not represent an overturning of the existing social
order. It was the economic and political elite who had led the rebellion, and they would
remain in power at its conclusion.
In spite of the principles of popular rule and representative government, the Founding
Fathers were no less concerned about the tyranny of mob rule and the maintenance of a social
order that would retain the “most able” in positions of power and authority than were their
Puritan forefathers. Among the many challenges facing the leaders of the new nation was the
reigning in of the very ideological foundations of individualism that had given rise to the new
republic. The architects of the new nation sought at once to avoid the dangers of democracy
and the hazards of despotism. From their perspective, if the new nation were to succeed,
education would be essential.
Following the Revolution, schools were to assume a new importance as agencies of
political socialization. The proposals offered by the political elite and the well-educated
national leaders attempted to make education a national concern. Their vision of education
sought to end schooling as an exclusively localized enterprise undertaken largely for
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religious purposes and the transmission of parochial culture. A national system or statewide
systems of education were proposed in order to foster national unity and efficiently
internalize in children a sense of social control and social duty.
However, a centralized system of public education dedicated to the purpose of mass
socialization would have to wait for another generation of educational leaders. None of the
proposals offered up by the leadership of the Revolution would come to fruition, as parochial
identities ran too deeply and the “new” Americans were occupied with the concerns of
securing a living. Yet the seeds of a centralized system of education had been sown during
the formative years of the republic.
The dawning of the nineteenth century brought momentous changes to America.
Settlers were streaming into the vast lands of the west and the beginning of America’s
Industrial Revolution was transforming the cities of the eastern seaboard. Most significant,
though, were the waves of immigrants who began making their way to this country. Attracted
by the great abundance of the frontier and the opportunities offered by industrial growth,
these new populations were seen as a threat to the ideologies of Protestantism and Anglo
dominance.
Concerned about maintaining social order and stability, the crusade for public
education emerged again from a desire to create a socially and politically stable nation. The
upper-middle and upper classes saw public schooling as an instrument for promoting these
goals. For the leaders of the common school movement, the nation already had a sufficient
number of secondary schools and colleges to educate those who were destined for social and
political leadership by virtue of their private educations. It was the children of the newly
enfranchised mass of urban workers, the children of the frontier, and the children of the new
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immigrant, who were not being properly educated. For the Protestant elite, they represented a
genuine threat to America’s Anglo-Protestant culture.
These new school crusaders, most of whom were Protestant ministers, sought to
utilize schooling to inculcate traditional values—respect for authority, the discipline to work
hard, and, most importantly, to accept their station in life. Just as during the time of the
Puritans before them, public schooling was about ensuring those who were most in need of
social control—poor children—were in school. The common schools were to make up for the
moral and intellectual failures of these lower class families and perform the “instructional
duties” it was believed they were incapable of performing for themselves. The only way
schools could realize their primary function of social manipulation on such a grand scale was
if schools were guided by a common set of standards—schools would have to be centrally
controlled.
This was not a proposition unsupported by the poor and work classes. While they
might have resented men of book learning and held an anti-intellectual disposition, they
readily connected education to social status and demanded that schooling be made available
to all children regardless of social class. Their demands for equal access to education
reflected a growing humanitarian concern over the moral and social problems created by the
changes sweeping across America. With general support from all levels of American society,
publicly funded schooling began to spread throughout the country.
With the expansion of public schooling in the early 1800s came an increased
demand for common school teachers. Educational and community leaders often complained
of the poor quality of the common schools. They attributed this lack of quality to poorly
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prepared teachers. The notion of how to prepare the teachers for the common schools would
become a matter of grave concern for the promoters of public schools.
Some suggested that private academies and colleges be utilized to meet the growing
demand for teachers. However, this was viewed as unrealistic. The focus of advanced
schooling was on liberal learning and the education of the social and political elite. These
institutions, they feared, would have little interest in providing low status instruction in the
utilitarian preparation of common school teachers. The leaders of the common school
movement therefore believed that common school teachers could be prepared only in
specialized institutions. Borrowing from the Prussian teacher seminars and the institutional
structures described previously, they proposed the creation of normal schools for this
purpose. Just as was the Prussian practice, these schools were to attract the students of the
common schools to become common school teachers. From their perspective, these normal
schools and their students would belong to the world of the common schools, not the sphere
of secondary or collegiate education; as such, the curriculum of these schools would be
restricted to the specialized preparation of common school teachers.
If the mission of the common schools, they argued, was to be the transmission of
appropriate Anglo-Protestant culture, the teachers of the common schools required a
preparation that ensured they had been appropriately socialized and were able to effectively
pass these characteristics on to the children they instructed. These normal schools would not
exist to introduce students to liberal culture; rather, their first priority would be the creation
of a common moral purpose. This could be achieved only in a preparation program placed in
a specialized, single-purpose, institution, one in which the inculcation of a sense of calling
and dedication to service through teaching was central to its mission. It would be enough that
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these teachers be trained to be virtuous, dedicated to work, and, most importantly, obedient to
their superiors—the college educated men who would actually prescribe how the common
schools were to be organized. Academic work was to be limited to a brief review of the
elementary school subjects with the focus to be on the “art of teaching.” Unfortunately, their
notion of pedagogy was unclear and loosely conceived; the founders of these institutions
were ministers and civic leaders, and, as a result, practical “recipes” for managing a
classroom and moral instruction were at the heart of their conceptions of sound pedagogy.
As the pioneers of the Michigan Territory began to make their way west beginning in
the 1820s, a renewed interest in public schooling was taking form in the east. The settlers
would bring with them the ideas and conceptualizations of educational thought that was their
“Old World” heritage. However, as they adopted and appropriated these ideas, they had
become “American,” influenced and shaped by the unique conditions of this land and their
experiences herein. This historical heritage reveals:
1. The sense of divine election and the identification of Americans as a people of destiny had
its genesis in the Puritan’s belief that they had been divinely called to this land. The
triumph of the Puritan (and later American) ethic required a uniform transmission of
cultural heritage.
2. The tension between authoritarian collectivism and individual self-determination revealed
itself as one of the fundamental conflicts in American culture.
A) Authoritarian collectivism asserted that a single transcendent truth was known by only
a select few, whose social status was determined by divine selection.
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B) Individual self-determination averred that each individual could know truth for
himself and that social status was attributed to the qualities possessed by each
individual.
C) In spite of the apparent tension between these two views, both perceived social status
as a natural phenomena legitimized by either divine or natural selection. Therefore, a
social hierarchy was the natural order of things regardless how it was legitimized.
3. The purposes of schooling were defined by the tensions between individual selfdetermination and the promotion of individual advancement and opportunity, and
authoritarian collectivism and its promotion of economic progress and social stability
through centralized authority.
4. Education was an individual responsibility. While parents were to control the education of
their own children, this applied only to those who possessed the resources to do so.
5. “Public” education was to ensure that those who would not receive a private education
would receive an appropriate “Anglo-Protestant” education.
6. Schooling was to be differentiated by the social class of the students to be educated.
7. The qualifications of teachers were to be differentiated by the students to be taught.
8. The desire to provide specialized training for teachers only became relevant as schooling
was to be provided for the lower-middle and lower classes.
The Michigan State Normal School
The Michigan State Normal School was founded in 1849 and became a teachers’
college in 1899. In less than fifty years it rose from an institution of less than collegiate status
established to train teachers for the primary schools of the state to a state teachers college
preparing teachers for all levels of schooling and offering academic work in fields other than
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teaching. This transition did not occur in isolation; rather, its biography resided in the wider
social system of educational institutions that came into existence during the state’s formative
years.
Little thought was given to schooling or the establishment of civilization as the first
white men made their way into the frontier of Michigan. It would only be after the American
Revolution that anyone would give serious consideration to the promotion of permanent
settlements—civilization—throughout the Michigan Territory.
The leaders of the new nation were no less interested in exploiting the abundant
resources of these new lands than had been the previous white inhabitants. However, they
believed that for these lands to be stable and yield the greatest economic return, permanent
settlements would need to be established. To ensure that civilization would make its way
west and that the social order they had gained control over during the Revolution remained in
their hands, the United States Congress passed the Northwest Ordinance in 1787. This
ordinance was to provide the organizational structure required to bring civil society to the
backwoods of America. Most critical to their efforts were the provisions for schooling.
It was clear from the acts passed by the early territorial leadership, including the
grand scheme to establish a territorial university—the Catholepistemiad—that they shared
with the educationalists and political leaders of the east a desire to create a centralized system
of education. However, the primitive nature of the territory would doom these early efforts to
failure. A system of public schooling would have to await the arrival of a new population—
the Puritans of New England.
By the 1830s, immigrants from New England and western New York were flooding
into the backwoods of Michigan. These new pioneers would come to transform the character
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of the new territory. With them they brought their Puritan heritage, especially their zeal for
education. For the next century, these new Michiganders would come to dominate life and
culture in Michigan.
They would reflect not only the Puritan heritage of New England but also the social
fissures that had emerged over the previous two hundred years. The majority of these settlers
were poor and modest farmers from western New York who saw their migration west as an
opportunity to break away from the old Puritan order and assert their independence. Social
institutions, including schools, were to reflect the interests of the common man. They
opposed a centralized system of schooling as they believed this would threaten their
individual autonomy.
A smaller segment of these New England immigrants represented the economic and
political elite of “old” New England. They supported public policies that promoted economic
development. To promote this economic growth, they believed it was the government’s
responsibility to ensure the continued stability of the existing social order. Schooling, from
their perspective, was a form of internal improvement that should be controlled by the state
and would foster the stability they desired. Public schools were to produce a productive work
force and put down the threat to social stability represented by the poor and working classes.
For the non-Anglo-Protestant populations, who were generally poor, America
represented a land of individual liberation and economic opportunity. Social institutions were
to protect the common man from the political and social inequalities of despotism.
Schooling, for these settlers, was necessary if their children were to share in the opportunities
offered in this country. Schooling, however, was believed to be a local affair, with parents
determining the content of the curriculum to be taught.
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The conflicts over public policy in the territory not only would erupt along socioeconomic fissures, but also would break along a matrix of social and cultural cleavages.
Divisions within the various Protestant denominations and between Protestants and nonProtestants would serve, along with class divisions, as the axis along which the nature of
conflict in Michigan would be organized.
The “Old Light” conservative Protestants supported the use of government to enforce
moral behavior. Schools were to be instruments of the state with which these Protestants
sought to wage war against evil and defend Christian civilization from the heathen mob. The
liberal or “New Light” Protestants were inspired by the Second Awakening and the theology
of individual choice and salvation. Schools, however, were still to function as institutions of
hegemony. Rather than implement a centralized doctrine imposed from the outside, schools
were to remain under local control, free to be organized in a manner that represented the
theology of the local congregation.
Conservative and liberal Protestants alike, however, were not inclined to extend
citizen rights to non-Protestants or non-Anglos. These groups came to view themselves as
“outsiders” to the institutional structures being formed in Michigan, especially public
schooling. While they endorsed the notion of publicly funded schools, they opposed the
imposition of Protestant values into the curriculum of “their” schools. When they failed to
achieve this, many withdrew from the public schools and formed their own private schools.
As the population of the Michigan Territory grew and passed the threshold required
for statehood, the growing Yankee influence had spread schooling throughout the state.
However, these schools reflected the still primitive nature of the state and the conflicting
views regarding the purpose of schooling. For the men who gathered in Detroit to draft the
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new state’s constitution, the majority of whom shared a Puritan heritage and had been
educated in the east, the subject of education was a matter of great importance. The
foundation of the new state, they believed, was to be built upon a system of sound public
education.
To direct these efforts, the leadership of the new state turned to John D. Pierce, a
Congregationalist pastor, who had become a close friend of Isaac Crary, the chairman of the
constitutional conventions education committee. The two men had acquired a copy of Victor
Cousin’s book on the Prussian system of education and found its organizational structure
appealing. The Prussian system of education embraced all levels of instruction from primary
to collegiate, placed control of schooling in a separate branch of government, and provided
for a separate institution for the training of primary school teachers. Pierce was impressed
with the order and discipline engendered in this system and thought it would be an excellent
model for Michigan’s system of public instruction.
However, there was more to Cousin’s book than the reporting of a rigid and
disciplined system of schooling. What made the Prussian system attractive to Cousin and,
later, Pierce and other like-minded American educational leaders was its implicit ideological
foundation. Cousin’s report was influenced by his fundamentally conservative educational
philosophy. He believed society was appropriately organized into socio-economic classes
and that these classes reflected the distribution of talent in and economic needs of society. By
providing specific types of schooling for the upper, middle, and lower classes, the Prussians,
he concluded, were able to effectively balance the demands for increased material
productivity with the need to preserve social order. Cousin had formalized in his book an
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already “taken-for-granted” set of institutional structures that had organized education for
centuries.
This was accomplished, Cousin believed, by using schooling for the lower class to
secure their loyalty through the indoctrination of their children in a belief system prescribed
by the dominant class. The most critical element of this effort, according to Cousin, was the
promotion of this belief system within a religious framework. Religious teachings were
critical to counter the aspirations of the poor by convincing them that their proper place in
this life was a part of God’s divine plan. Concomitantly, special institutions were developed
to train teachers in the Prussian system, thereby ensuring the adoption, by these teachers, of
the moral belief system they would be expected to impart in their lower class students.
Pierce believed that in the Prussian system he had found a model that embraced the
Puritan ideals of authoritarian collectivism. According to Pierce, a centralized system of
public instruction would ensure a stable and orderly society while at the same time promote
economic progress. Yet not all citizens supported Pierce’s plan, arguing that centralized
control was hostile to the democratic principle of individual self-determination.
Consequently, Michigan’s educational system became a mix of centralized authority and
local control.
The system created by Pierce mirrored the three-tiered Prussian system of education.
Pierce’s “perfect system” encompassed primary schools, intermediate schools, and, at the
top, a university. However, in spite of his concerns over the lack of teachers for the primary
schools, he did not propose the establishment of a teaching seminary. Rather, he intended the
intermediate schools—the branches of the new university—to be used to train primary school
teachers.
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Pierce had recommended that the branches proposed for the new university be
established as an intermediate grade of institution. These branches were to be general
purpose institutions and would have the dual function of preparing some students for the
university and other students to be teachers in the common schools of the state. Pierce
viewed these branches as a link between the common schools and the university. Most
importantly, he saw the branches as the instrument for producing the teachers necessary to
create a uniform system of primary schools.
In Pierce’s original plan for the University of Michigan, a branch was to be placed in
each county under the direction of the University’s Board of Regents. The Regents, however,
determined that given the lack of population in many of the counties, they would authorize
the establishment of only eight branches. Though limited in numbers, next to the common
schools, the branches would come to be viewed quite favorably by the common folk of the
state. From their perspective, the branches brought access to advanced schooling within the
reach of their children. Much of the criticism directed toward the branches, in fact, erupted
only when locals began to believe that the branches were inclined toward collegiate and
aristocratic studies and reflected the beliefs of the centralized authority vested in the Regents
rather than local interests.
Others saw the branches as an opportunity to establish denominational schools and
place higher education under the control of the church—Protestant churches—rather than
state government. These conservative churchmen were little concerned with bringing
advanced schooling to the common folk of the state. The common schools were under the
authority of local school boards and, as such, already under the influence of local
congregations. Rather, as their Puritan forefathers did before them, they sought to control
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higher education so that an appropriate Christian education could be provided their
children—the future elite and leadership of the church and state.
In spite of the branches’ popularity and the University of Michigan’s charge to
provide higher education for all citizens, the Regents quickly concluded that the branches
were distracting them from creating an elite university capable of competing with the most
prestigious colleges in the east. Providing practical schooling for the pioneers and elementary
teacher training for the common schools did not, from the Regent’s perspective, further the
mission of an aspiring university. In 1846, the Regents eliminated future appropriations for
the support of the branches. By 1849, the last of the branches had been abandoned. Access to
higher education would consequently come to be concentrated in the University of Michigan
and its Ann Arbor campus.
With the abandonment of the branches, a divide was created between the State’s
university and its common schools. While in later years through the Tappan Principle,
Diploma Plan, and teacher’s courses, the University’s leadership would attempt to control
and influence the nature of education in the state, little interest would be shown in directly
linking the University to any segment of the public schools. The University would grow to
stand above and apart from these lower schools, seeking rather to focus on elite graduate and
professional education. With the collapse of the branches leaving the promise of a “people’s”
university lost, those of moderate means would be left searching for access to intermediate
and higher education.
For Pierce, the failure of the branches represented not only a collapse of intermediate
schooling but also a threat to the foundation of the State’s common schools. Counting on the
branches to meet the growing demand for primary school teachers, Pierce came to the
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conclusion that an alternative would need to be developed in order to ensure the continued
expansion of public schools. While Superintendent Pierce and his successors would agree on
the need for the continued growth of schooling for all the children of the state, there would be
disagreement on the best approach to train these teachers.
With the abandonment of the branches, Pierce came to favor the establishment of a
separate institution for the training of primary school teachers. His successor, Ira Mayhew,
however, favored the use of teachers’ institutes—inexpensive short-term training programs
that more often resembled the popular Awakening revivals than an academy. He argued that
a single institution would be too restrictive and that to reach, and attract, those from the ranks
of the common schools into teaching, pedagogical training would need to be brought to the
aspiring teachers. The conceptualization of pedagogy, at this time, was at best unclear and
imprecise, amounting often to nothing more than a moral awakening and a “calling to teach.”
For men like Mayhew, the training of primary school teachers did not warrant inclusion in
traditional institutions of advanced learning. The missionary rhetoric, with which these
educational leaders discussed common school teaching, led them to believe that “nontraditional” methods of training, such as teachers’ institutes, were most appropriate, a stigma
that continues to haunt the preparation of public school teachers. Institutions of higher
education, such as the University of Michigan, also believed that the training of common
school teaching was inappropriate for a university.
Initial attempts in the legislature to establish a normal school or expand teachers’
institutes failed. However, due to pressure from rural legislators for a school to provide
agricultural training and Pierce’s plan to fund the new school with monies from the sale of
the State’s salt springs, the legislature passed an act in 1849 to create the State’s first normal
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school. From its founding, the Normal School was to fill the void left by the discontinuance
of the branches. With no other schools in the state comparable to the branches, the Normal
was charged with the triple purpose of 1) preparing teachers, 2) providing instruction for
farmers, and 3) preparing students for the University. With little expectancy that an extensive
intermediate system of schooling would soon evolve, the Normal became for many what the
branches had promised to be.
As the Michigan State Normal School opened its doors, the State of Michigan was
entering into a period of political transformation. The shifting political alignments would
culminate with the writing of a new constitution and the formation of the Republican Party—
a party that was as much an Anglo-Protestant populist party as it was an anti-slavery party.
While on a national stage the Republican Party would represent a critical element in the
drama that brought on the Civil War, locally the party represented a distrust of central
authority and political elites. Consequently, the demand that the institutions of the state be
more responsive to the needs of the common man became a rallying cry for Michigan
Republicans. The Normal would be caught in the cross currents of these shifting political
conflicts. For the next fifty years, the purpose of the Normal would be shaped by these
conflicting interests.
For the political elite, the Normal was seen as an instrument to bring uniformity to the
preparation of primary school teachers. Centralized authority was seen as critical in
promoting these ends. The Normal would not only create the quantity of teachers needed in
the most cost effective manner but also would ensure that the purpose of the primary schools,
the effective and efficient transmission of Protestant culture, was accomplished. Advanced
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schooling was still seen as an individual and not a state responsibility. Therefore, the Normal
was to be limited in its scope.
The common folk of the state, on the other hand, looked to the Normal as an
indication that the state was truly committed to providing quality teachers for their schools
and the advancement of their children. In addition, the Normal represented access to state
supported intermediate and advanced schooling. This would enable their children to pursue
their vocational interests even if this was not to be teacher training. For those who sought to
be prepared as teachers, the Normal was to include entrance into the more lucrative and
status-enhancing teaching positions, first within the graded and union schools and, later, high
schools.
Within the Normal, its leadership and faculty sought to garner the legitimacy
accorded traditional institutions of higher education. The quasi-academic notion of what
constituted an appropriate form of pedagogical preparation for primary school teachers, while
little understood or defined at this time, did not align with these college educated men’s
conceptualization of educational legitimacy. From their perspective, teaching, as a
profession, could not be advanced if its institutional organization did not comport to those of
a collegiate structure. Consequently, they sought to enhance the advancement of teaching by
attracting a higher caliber of student to the Normal, thereby allowing them to organize
institutionally in a traditionally collegiate manner. Ironically, the desire to improve the
teaching “profession” by enhancing the academic status of the Normal and the students it
attracted exposed the Normal to the isomorphic pressures of advanced education as an
“institutional field,” those sets of institutions and organizations within higher education, and
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pushed the Normal in a collegial direction and away from the “non-traditional” notions of
primary school pedagogical practice.
From the beginning, the Normal School offered academic instruction and preparation
for both elementary and secondary school teachers. With the growth of union and graded
schools and the development of high schools, the Normal responded by increasing its
academic rigor and raising its standards for admissions. The Normal’s critics, especially
those from rural regions of the state, argued that the Normal had become too much like a
preparatory school and offered too much instruction in high school subjects. With the
advance of union schools, the Normal, they argued, should concentrate on the preparation of
common school teachers, especially for rural district schools. These early critics asserted that
the Normal was neither meeting the state’s need for common school teachers, nor was it
academically advanced enough to prepare students for higher levels of schooling. While the
leaders of the Normal responded to this criticism by eliminating some non-professional
instruction, many within the Normal believed that the school should provide training for
teachers of all levels of schooling. Consequently, because of the academic requirements of
union and graded school teachers, the Normal retained much of its academic curriculum in
spite of the criticism.
In the late 1850s, some union and graded schools had begun to organize academic or
high school departments. These high school departments were seen by many as a link
between the common schools and the University. Consequently, the teachers for these high
schools were believed to require a similar subject matter preparation as required of faculty
members in higher education. The Michigan Plan, which had University of Michigan faculty
members certifying high school departments so that graduates could obtain admission to the
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University without examination, furthered the perception that high school teachers required
extensive academic preparation.
Therefore, if the Normal school was to provide preparation for high school teachers,
it would have to upgrade the academic coursework offered to its students. This trend troubled
many of the Normal’s critics, who asserted that the common schools served a different
purpose than advanced schooling and, consequently, required a different form of teacher
preparation. These critics argued that teachers ought to be prepared to fit the students they
would teach, and the Normal’s focus should be common school teachers, who did not require
academic preparation.
The growing criticism of the Normal reflected a new shift in the political climate
within the state. The entrenched leadership of the Republican Party, which had dominated
state politics since the 1850s, came under attack from a new wave of rural populism early in
the 1870s. The general population was once again rejecting institutional forms that favored
special interests and the political elite. This populist movement asserted that education
should serve practical ends. From their prospective, the Normal school had failed to meet the
needs of the people by being too academic. While they were suspicious of the necessity to
provide common school teachers with specialized training, they were clearly opposed to their
tax dollars supporting a school that was nothing more than a preparatory academy.
Many complained that the Normal’s graduates were not teaching in the common
schools, especially the lower paying rural districts, preferring to teach in union, graded, and
the growing number of high schools. Faced with the continued growth of the public schools,
some suggested that the new high schools be used to prepare common school teachers and
that the money spent on the Normal be divided among several high schools throughout the
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state. Less radical suggestions asserted that the Normal should confine itself to the common
branches and not allow academic ambitions to subordinate the training of teachers of inferior
schools.
In 1876, the Board of Visitors reported their concerns that the Normal was too
academic and was too much like a preparatory school. Distressed that the Normal was doing
the same work as institutions that made no pretense of providing teacher training, the Board
of Education appointed a committee to investigate the situation at the Normal School. This
committee insisted that the Normal adjust its curriculum and provide only professional
preparation for primary school teachers. The Board of Education adopted all of the
committee’s recommendations.
By the fall of 1878, the Normal embarked on its “great experiment,” placing
curricular emphasis on the preparation of teachers for the lower and higher grades of the
common schools. The Normal would be confined to providing only “professional”
instruction in the Normal proper. However, the pedagogical experiment met with limited
success. The majority of the students, many of whom were removed from the Normal proper
and placed in the training school, reacted unfavorably to the changes and enrollment began to
decline. Many believed that the de-emphasis in academic work created an undue hardship on
those students with meager academic preparation and limited the opportunities for those
students who desired advanced course work.
By the spring of 1880, a new principal had been hired and the great experiment had
been all but abandoned. By the mid-1880s the Board of Education was beginning to focus on
the broader intent of the legislation that had created the Normal and was charting an
expanded mission for the Normal School. Even though the Normal’s critics continued to
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insist that the Normal School cease offering so much academic work, the Normal continued
its steady progress in a collegiate direction. The faculty of the Normal continued to upgrade
the academic coursework offered so that it came to more closely resemble the coursework
offered in colleges.
In order to keep pace with the advances made in the public schools, the Normal
continued to increase its admissions requirements and advanced academic coursework so that
its graduates could teach in secondary schools. In 1888, high school graduates were admitted
directly into the Normal. At the same time, the principal of the Normal asserted that to the
high schools of the state, rather than the Normal, belonged the responsibility for the
preparation of elementary school teachers. In that same year, a six-year course leading to a
Bachelor of Pedagogic degree was introduced. It was also asserted that the Normal should
provide course work that was more advanced than course work provided in high schools. By
1892, the Normal had established one- and two-year courses for graduates from approved
high schools and was offering a Bachelor and Master of Pedagogics.
If not in name, by the mid-1890s, the State’s Normal School had become a college.
By the close of the century, the Normal School had grown from an institution of less than
collegiate status to an institution offering graduate studies. From its founding, its institutional
purpose incorporated more than the strict preparation of elementary school teachers. These
multiple purposes would come to shift its central function from the training of elementary
teachers to the preparation of teachers being one among many purposes to be served by the
institution. In 1899, the State’s Normal School would be renamed. Officially recognizing the
Normal’s collegiate status, the Michigan State Normal School became the Michigan State
Normal College. However, in spite of the growth of education in the state and the
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advancements made by the Normal, the Normal would still attract the children of the farmers
and working class families in southeastern Michigan in search of advanced and higher
education.
Over its first fifty years, the State’s only normal school struggled to clarify its
position within the State’s system of education. The Normal’s transition reflected the
changes that occurred throughout education during Michigan’s first half century. This
transition did not occur without its critics. There were those who insisted that a normal
school focus exclusively on the preparation of primary school teachers. However, the
conflicting desires of a general public who wished to have access to intermediate and
advanced schooling closed to them with the failure of the branches of the University, as well
as an uncertainty as to the efficacy and academic legitimacy of a narrowly constructed course
of “professional” preparation, created an organizational bias that led to a transitional
development away from teacher training and toward providing broader academic studies,
first at the elementary, then secondary, and, finally, the collegiate level. The development of
the Michigan State Normal School and education in general in the state reveals that:
1. By both national and local leaders, education was seen as the best means for ensuring the
development and stability of a civilized society. Schooling needed to be brought to the
new territories to make certain that these lands yielded the greatest economic
development.
2. The Yankees of New England came to dominate the population of Michigan. They brought
with them the theological and ideological tensions inherent in authoritarian collectivism
and individual self-determination.
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3. The purposes of social institutions, including schools, were shaped by the division within
the Michigan population. The lower classes sought economic opportunity and the right to
control their own lives, while the upper middle- and upper class sought to promote
economic progress and stability through centralized authority. Religiously, the Protestant
conservatives looked to the government to enforce moral behavior and cultural stability,
while non-protestants sought individual liberty and local control to freely pursue their own
religious and cultural traditions.
4. Michigan’s system of public education represented a conservative philosophy dominated
by conservative Protestant elites who believed schools should 1) be controlled by the state;
2) provide multiple levels of schooling corresponding to the social class of the students; 3)
be governed by a curriculum shaped by Protestant theology; and 4) have teachers provide
specialized training to ensure their “orthodoxy.”
5. The founders of the University of Michigan aspired to create an elite institution. The
linkage of the University to the public school system (including the teachers of this
system) was seen as inappropriate for an elite institution of higher education. The branches
were concomitantly seen as part of the public school system and abandoned by the
University.
6. With the collapse of the branches, the common folk of the state lacked access to advanced
schooling and the public schools lacked a means for preparing common school teachers.
7. The Michigan State Normal School was established to serve multiple purposes: 1) for the
political and economic elite, the Normal School was to be a cost effective method to
ensure the uniformity of public schooling through the uniform preparation of teachers; 2)
for the common “non-traditional” students, the Normal provided access to advanced
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education in preparation for higher status teaching positions or other vocational
opportunities; 3) for the “common” citizens, the Normal would provide a supply of
qualified teachers for their children at a reasonable cost; and 4) the Normal’s leadership
and faculty sought to improve the status of teachers and enhance their own status by
aligning the Normal School with the institutional structures of “traditional” institutions of
higher education.
Discussion and Implications
It is clear that neither the school as an institution nor education as a function of
society developed separately from other aspects and institutions of society (Pounds &
Bryner, 1973). Concomitantly, the origins of teacher preparation also reside in the shared
typifications that became objectified and gave genesis to mass schooling in western
civilization.
The origins of teaching and their preparation can be found in the earliest civilizations
in which teaching was an integrated part of cultural life. Children were educated by the
culture they found around them through their participation with adults in their culture. As
societies increased in complexity, teaching and learning also became more complex.
Specialized teaching groups began to emerge to transmit the folkways, customs, beliefs, and
technologies of these civilizations. Select groups, and the knowledge they transmitted, began
to acquire a differentiated level of social status. Over time, these early social hierarchies
came to be converted to and reinforced by educational hierarchies. The institutional
structures of education, of which formal schooling was a part, came to legitimize given levels
of social status and to perpetuate the existing social order. By being built upon elite moral,
aesthetic, and intellectual values, the students attending these educational institutions, the
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methods and qualifications of their teachers, and the forms of knowledge taught, acquired an
elite status. Education, beyond the informal and nonformal transmission of cultural norms
and values, was to be reserved for the upper levels of these societies. Even in America, the
earliest academies and colleges were founded to prepare the religious and civil elite. The
leadership of Michigan followed this same pattern, founding an elite university even while
the territory was yet an unsettled wilderness.
What is most significant about the development of formal schooling for the elite is
that one was qualified to teach by mastering the intellectual culture deemed appropriate for
elite status; “specialized” training was not required. This, however, would not be the case for
non-elite students; indeed, quite the contrary. With the conflicts stimulated by the
Reformation, schooling for the masses came to be seen as a critical weapon in the sectarian
and secular conflicts of the seventeenth, eighteenth, and nineteenth centuries. Students from
disadvantaged classes were to be taught to accept their inferior status and to be allocated to
their “proper” place in the existing social order. In addition, as with the apprenticeship,
“public” schooling would become a mechanism for the state to promote economic stability
and progress. It would be with the emergence of institutions populated by non-elite students
that the necessity to provide specialized pedagogical training for teachers would become a
concern. The preparation of teachers for these “inferior” schools would come to be seen as a
critical component in the efficacy of mass schooling.
Most important, these educational “arrangements” acquired a reality of their own.
This reality was constructed from shared social meanings that confronted individuals as an
external and objective reality. The structure of education, that there was a hierarchy of
knowledge and intellect—those of an elite status were such because they possessed qualities
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that were not possessed by those of a lower status—and that this should be reflected in an
academic hierarchy, became invested with cognitive and normative legitimacy. These
educational structures, whether imbued with doctrines of theology or secular ideology, came
to be the means by which the cognitive categories and scripts necessary to reproduce the
existing social order came to be transmitted to the next generation. This became the
foundation upon which future systems of schooling would be built in Europe and later North
America.
The fundamental building blocks of schooling in general and teacher training
specifically, were not, therefore, formed anew in America. The conceptualization of
education and schooling reflected more than a thousand years of Western social organization.
Education and schooling were linked to social class and reflected a desire to inculcate
children in the intellectual and theological beliefs, norms, and values determined by the
politically and socially dominant and believed to be appropriate for their social status. The
conceptualization of an educational system with specific levels of schooling for upper-,
middle-, and lower-class children that was to be centrally controlled by the state to ensure
hegemonic efficacy had its genesis in the earliest of civilization. These organizing biases
would shape the mechanism by which social, economic, and political stability and progress
would be maintained and define the nature of conflict—class conflict—organized into the
structure of schooling.
These conceptualizations of schooling were not seen by the early educationalists in
America as incompatible with the concepts of individual self-determination and mobility,
which became powerful forces in American culture. They conceptualized a system of
common schools that would at once support social uniformity and, through the centralized
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control of mobility, encourage economic progress. By creating a system of common schools
that would provide educational “opportunities” for all children, the true purpose of schooling
could be concealed from the very students it was intended to indoctrinate and, at the same
time, garner their support and cooperation.
These leaders believed that these schools had to be of a sufficient quality to attract
and maintain the support of all parents—especially, the middle and lower class parents who
would provide the bulk of the students and funding for these “free” schools. Their motivation
was grounded in a fear that if two systems of elementary schools existed—one for the welloff and a “charity” system for the lower class—the inferior schools would be of a lower
quality. Consequently, these inferior schools would be poorly attended and fail to effectively
promote the social uniformity and stability they desired. Many of the claims made today in
opposition to current plans to privatize schools and create voucher systems echo these same
arguments. (Unfortunately, the fear of a two-tiered system of education in the United States
has become more of a reality in twenty-first century America than many in education are
willing to admit.)
Their solution for upgrading the common schools was to improve the quality of the
teachers; school keeping, they believed, needed to be turned into a respectable profession.
This was to be accomplished by creating a “professional” corps of elementary school
teachers. They held no illusion that the existing academies or colleges would train the
number of teachers needed. Colleges resisted the training of elementary school teachers,
claiming that pedagogical training would infringe upon and diminish the true work of a
college—providing “elite students” with an elite education. Consequently, in later
generations, professorships in pedagogy would come to be “glued” onto the established
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universities and colleges to serve as a source of new students. They were largely symbolic,
reaffirming to a generally suspicions public that higher education was deserving of continued
financial support. Therefore, these new departments would not be organically connected to
the organizing structures and elite biases of higher education.
These schoolmen insisted that the quality of teaching in the common schools could
only be improved by providing specialized institutions for the preparation of elementary
school teachers. The new institutions they were suggesting were not to be of a collegiate
stature; these training schools were to restrict their curriculum to the specialized preparation
of common school teachers. In their narrow gospel of professionalism, the development of
character and a pedagogical “bag of tricks” would supersede intellectual development. This
would come to be reflected in a fundamental view of pedagogy as primarily a technical
matter and that problems associated with schooling and learning could be resolved by merely
improving technical methods. This bias would influence the very epistemological approach
taken by future generations of educational leaders who would seek academic legitimacy
through the application of scientific-technical efficiency.
These institutions, they argued, would provide a low cost and efficient mechanism
for improving the quality and quantity of elementary school teachers, thereby raising the
standing of the common schools. Consequently, the teachers, the type of training they were
to receive, and the institutions that would train them would be seen as inferior institutions—
teachers prepared on the cheap imbued with the appropriate norms and values—low status
teachers for low status students.
As a result, an educational system was developed in America that was organized
around social class and reflected the institutional structures inherited from the “Old” World.
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In spite of the rhetoric to the contrary, the system adopted reflected the socially conservative
agenda of America’s educational leaders. Students would advance beyond their common
elementary education only as private means would permit. Secondary and higher education
were to remain the domain of the cultivated elite. Because non-elite students were to be
included in the common schools, the academic legitimacy of these schools was diluted,
condemning them and their teachers to a position of low status. Given the limited aims of
these schools and their relatively low status, taxpayers were reluctant to expend significant
amounts of money for their improvement and the education of other people’s children—
especially lower class children.
Some have suggested that expanded access to advanced forms of education,
beginning with public high schools in the mid-nineteenth century, and colleges and
universities in the middle of the twentieth century, represents a clear example of the
democratization of education in America. Indeed, pressure from the middle and lower classes
for access to first post-elementary and later post-high school schooling in pursuit of
economic mobility contributed to this expansion. However, the expanding American
economy with its demand for ever-increasing levels of knowledge for its work force, this
author would argue, pushed “advanced” forms of education down to those of non-elite status
rather than pulling the lower classes up into higher education. If one examines the status of
those institutions that developed as a result of and/or expanded by the inclusion of larger
numbers of middle- to lower-class students (and women), it becomes evident that
institutional status and, concomitantly, the teachers in these institutions, are linked to the
status of the students enrolled.
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Conclusions
Those who spoke at the dedication of the Michigan State Normal School, in the fall of
1852, adhered to the same single-minded pedagogical professionalism promoted by earlier
schoolmen. However, the actions taken to align the Normal with its institutional environment
would interact with the actions taken to align the Normal with its “technical” purpose to shift
its curricular focus away from the specialized training of elementary school teachers. An
analysis of these interactions reveals several themes that explain the relationship of the
Michigan State Normal School’s evolution to the institutional environment in which it
evolved.
First, the promoters of the common schools found it easier to facilitate the entry of
low-status individuals into the new Normal than to improve the working conditions or
compensation of common school teachers. The admissions requirements were intentionally
to be kept low. In part, this was done to combat the rural settler’s unwillingness to improve
the working conditions for common school teachers. They believed that schools staffed by
college graduates would increase their taxes too much, given the limited aims of the common
schools. While they wanted an improvement in the quality of their teachers, they wanted the
state to do this while not increasing the cost of providing public schooling. For many,
subsidizing “higher” education through State funding contradicted their belief that advanced
schooling was an individual responsibility. Therefore, the Normal should be limited to the
training of elementary teachers.
More importantly, though, Pierce and his followers did not conceive of the Normal’s
work in intellectual or academic terms. The evangelical currents that ran through their
perception of the aims of the common schools caused them to seek those who would devote
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themselves to teaching and be grateful for the opportunity to serve Providence in a noble
calling—what historian Herbst (1989) referred to as “citizen-teachers.” Those of lower
means would have fewer ambitions to distract them from their “ministerial” mission. They
believed that by improving the “quality” of the supply side of the equation, they could
persuade the general public to invest more in their local schools, thereby improving the
common schools and raising the professional status of teachers.
Second, with the abandonment of the University of Michigan’s branches in 1849, and
the University set upon a course to provide elite higher education, the general population of
the state was left without access to any form of post-elementary education. The Normal
attracted a class of students who had limited opportunities for advanced education elsewhere.
It is ironic that the very citizens who resisted increasing the qualifications of teachers in order
to avoid paying higher taxes were inclined to support the funding of the State Normal School
which, in theory, was to increase the qualifications of common school teachers. This was
especially true for those residing close to the Normal.
Those in rural districts in the western and northern portions of the state, on the other
hand, were not as supportive. They sought to have the funding re-directed to their districts to
pay for the local preparation of teachers and, more importantly, to bring advanced schooling
closer to their children. They were the most vocal in insisting that the Normal remain a
single-purpose institution, preparing rural elementary school teachers.
The Normal came to appeal to students who, when compared to students at the
University of Michigan or private forms of advanced schooling in the state, could be
described as “non-traditional” students. Many of these students saw teaching as only a
temporary form of employment, if at all. Teaching (or the academic courses offered to
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prepare one to teach) provided many with opportunities for social mobility. Those who did
wish to teach sought a preparation that would prepare them to teach in the higher grade of
schools and, later, high schools. These students would resent the Normal’s 1878
“experiment” to reduce academic course work and adopt a single-minded emphasis on
teacher training.
Third, attracting more desirable students by offering a more demanding program of
study would become the essential mechanism by which the Normal’s leaders hoped to
professionalize teaching and gain institutional legitimacy. Because of the students attracted to
the Normal, Principal Welch and other members of the faculty insisted that academic training
was necessary to educate the poorly prepared students. They had hope that the Normalites
would arrive at the school better prepared. However, they quickly realized that the students
were too ignorant of the elementary subjects to permit professional studies.
The response to their students’ shortcomings was not to strengthen their students’
preparation in the elementary subjects. Rather, concerned that they would not be able to
improve the quality of the common schools given their students’ limited knowledge of the
elementary subjects, they sought to attract a higher caliber of student. Consequently, they
raised the level of academic offerings in the hopes of inducing better prepared and motivated
students to enroll in the Normal. To do so, they reasoned, would mean that they would have
to offer a course of study that would prepare these more qualified students for more than a
lowly elementary teaching position. From its first days, the Normal’s leadership insisted that
the Normal prepare students for “all” levels of instruction.
These expectations were derived from the Normal faculty’s own experiences as
college educated men trained in academic subjects. Given the limited understanding of
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pedagogy with its emphasis on moral development and the fact that teaching skills were
derived from an individual’s character, the faculty of the Normal fell back on their own
college experiences and what they understood to be a legitimate educational institution. The
quasi-academic and non-traditional methods of preparation as offered in teachers’ institutes
did not reflect their conceptualization of an educational institution. Absent a core of
pedagogical knowledge that could guide professional practice, these schoolmen offered in the
Normal a course of study that resembled the work being done in the academies and colleges.
Given the demands of the students attending the Normal for access to an advanced form of
schooling, they did not object to this trend.
Fourth, the growth of graded/union schools and, later, high schools provided Normal
graduates with more advanced teaching opportunities. With pressure on high schools from
the University of Michigan and its Diploma Plan to accept only teachers trained in colleges,
the Normal continued to upgrade its curriculum, which hastened its evolution into a teacher’s
college. By the 1890s, the leadership of the Normal was suggesting that high schools add
teacher-training departments and they take over the education of elementary school teachers.
The State Normal, they argued, could then focus on educating teachers of high schools and
other educational professionals. Contrary to the commitments made by the Normal’s
leadership that as soon as the academic qualifications of the Normalites improved they would
focus on professional training, the Normal’s academic emphasis only continued to grow.
However, in spite of the expansion of the public school system and a relative
improvement in the qualification of students entering the Normal, the students attracted to the
Normal still represented the lower-middle class and working families of southeastern
Michigan. The Normal was doing well what it was in fact historically built to do—provide
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advanced educational opportunities for non-elite students and attract lower-status teachers for
lower-status students.
Finally, the continued expansion of the curriculum would place pedagogical
preparation in an environment in which it would have to coexist and compete with academic
traditions and interests. As the institution expanded its academic offerings, it also changed its
organizational structure. Initially, all areas of study were linked in one body, with the focus
being the relationship of subject matter to teacher training. Beginning in the 1870s, the
Normal began to take on a departmental structure. These institutional structures would divide
the institution into subject area specialists who would pursue their own positions of
legitimacy within the Normal. These academic professionals would be guided by
professional canons of legitimacy that differed from instructors of pedagogy. It is easy to
imagine that subject matter professors preferred academic instruction over teaching lowstatus elementary school teachers. In time, they would seek to shed the status of a precollegiate institution and to take on the prestige and work of colleges and universities
(Johnson, 1989). As these specialized areas became formally organized, legitimacy came to
be derived from outside the institution, as faculty members began to look to colleagues in
their fields for their measure of legitimacy. Consequently, the institution would be split into
factions that pursued their own ends, which often were at odds with the notion of a single
purpose institution.
The faculty of pedagogy, who were among the last to be organized into a department,
found themselves challenged and in danger of being left stranded on the outside of the
broadening mission of the Normal School. The failed “experiment of 1878” would, in fact,
become a reality as structurally a single-minded emphasis on teacher training would come to
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be organized into an independent department of teacher education. Attempting to march in a
collegiate direction along with the rest of the institution and avoid the lack of academic
legitimacy that had doomed the original 1878 experiment, the faculty of pedagogy strove to
imitate their academic colleagues and make the study of pedagogy scientific.
To accomplish this, the faculty within the department of education sought to become
a center for the scientific preparation of teachers by appropriating whatever scientific
knowledge was available in the late nineteenth century. Lacking a core of theoretical
knowledge, by the turn of the century, the then-Department of Psychology and Pedagogy
pursued a relatively narrow conceptualization of pedagogical science derived from
experimental psychology and scientific management.
Yet their efforts to claim a scientific basis for teaching proved to be less than
persuasive. By the late 1890s, many of their colleagues in other academic fields, who
themselves were not trained in pedagogy and yet saw themselves as teaching effectively,
came to view the concept of scientific pedagogy suspiciously. It is ironic that, in
documenting the accomplishments of the Normal, Normal historian Isbell (1971) wrote, “It is
surprising to discover that, in this teachers college, the names that gave it [Normal] national
eminence came largely (though not exclusively) from the liberal arts rather than the
professional education side” (p. xiii). This lack of legitimacy, derived from the preparation of
low-status teachers who were perceived to require little technical expertise to teach lowstatus students, caused the faculty within the Department of Psychology and Pedagogy to
seek professional legitimacy within the canons of academic authority held by the liberal arts
faculty rather than within the practitioners they trained to teach in the public schools of the
state.
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The examination of the Michigan State Normal School’s origins reveals much about
the organizational biases that shaped the institutionalization of teacher training and the nature
of institutional conflict. First, the Normal was organized to prepare low-status practitioners—
elementary teachers—to work in a low-status vocation—teaching in “inferior” schools. This
reflected a fundamental conceptualization of schooling that assigned students of varying
social classes to different types of schooling. The aim of this training was to prepare teachers
to inculcate in their students the skills, norms, and values prescribed by the politically and
socially dominant of the state. The Normal was to act as the State’s agent to socialize
teachers into the “noble calling” of teaching and develop their teaching skills through the
manipulation of their character rather than the engagement in “liberal,” elite intellectual
knowledge. The control of public schooling necessitated the control of public school
teachers. This was to be done in a manner that was economical and efficient. Second, for the
low-status students (lower-class males, and women) who resided in southeastern Michigan
and had been closed off from advanced forms of schooling, the Normal was organized to
provide access to “higher” education and, concomitantly, social mobility. Whether through
access to teaching positions in a higher grade of schooling or through the opportunity to
pursue other academic coursework, the Normal provided “non-traditional” students with the
academic preparation they would need to pursue their vocational interests. Finally, the men
who organized the Normal School were men of “higher” education and consequently saw
advanced educational institutions reflecting legitimacy only if they mirrored the structures of
the elite institutions with which they were familiar. These isomorphic pressures caused the
Normal to be organized to reflect the elite institutional patterns found in other institutions of
higher education. This required the institutional leadership to pursue policies that would seek
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to advance its academic offerings in order to attract students of a higher caliber (i.e. status).
They rationalized this as an effort to improve the qualities of those teaching in the common
schools, but more importantly this enabled the school to take on a legitimate collegiate
configuration.
Inherent in these organizational biases, the inculcation of low-status teachers, access
to advanced schooling for lower-status students, and the pursuit of institutional legitimacy by
adopting a collegiate structures and attracting a higher caliber of student, the seeds of
institutional conflict were sown. The role the institution should play in vocational education
versus liberal education, research versus practitioner preparation, elite education versus mass
education, and the promotion of social hegemony versus individual advancement are all
inherent status conflicts that are embed in the cognitive and normative social structures that
reflect our society’s institutional structures related to social class. These came to be
organized into the very fabric of public education in Michigan and, by the beginning of the
twentieth century, were reflected in the institutional conflicts that would shape the continued
development of Eastern Michigan University.
Implications
The leadership of Eastern Michigan must acknowledge and understand its
institutional history. As this study has revealed, the multiple purposes for which the
Michigan State Normal School was created, to inculcate future teachers in the value systems
of the dominant cultural elite in Michigan thereby ensuring that the public schools would
transmit the appropriate cultural norms and values, to “professionalize” the lower class pupils
sought to accomplish this mission through a single purpose institution, the desire of the
Normal’s leadership and faculty to increase the institution’s academic legitimacy by
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emulating other advanced forms of schooling (namely, elite colleges and universities), and
the demands of lower-middle and lower class students for access to advanced forms of
education, created conflicts in the ends to be pursued by the Michigan State Normal SchoolCollege. These conflicts would continue to percolate beneath the surface of the institution as
the Normal College evolved to become a multi-purpose university. As reported in the 1963
by the North Central Association of Schools and Colleges shortly after the Michigan State
Teachers College became Eastern Michigan University, “…a major source of tension in the
total situation at Eastern Michigan University is the present indeterminate status of the
institution” (Ypsilanti Press, June 19, 1963).
Even today, these tensions are not far removed from the activities of the university’s
leadership and faculty. While new rules can be declared and organizational forms
established, their impact on behavior still depends on institutional elements inherited from
the past. Institutional change requires more than adopting new rules and policies. Failing to
comprehend the organizational biases found in its past and understand the inherent conflicts
associated with these biases, the potential to dull and diffuse the purpose of Eastern Michigan
University remains an ever-present possibility.
The leadership of Eastern Michigan University’s College of Education also must
contend with the institutional and ideological forms of earlier times. Instead of seeing the
preparation of teachers as insulated from broader cultural processes and the historical
currents that shaped the Normal and public education in Michigan, the leadership of teacher
education must develop an understanding of the preparation of teachers in this wider context.
To do so may well place them in a better position to understand the reasons and intention that
guide their actions. In order to do this they must critically examine the assumptions they have
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about teacher preparation. These assumptions concern very deep-seated but unconscious and
taken-for-granted presuppositions about the nature of schooling, pedagogical theories and
practice, and institutional/academic legitimacy.
The commitment to specific ideological and epistemological approaches, grounded in
the Normal’s institutional history, which tacitly accept and promote certain models and
traditions and implicitly prevent other forms of meaning from being seriously considered,
may “cloud over basic issues and value conflicts rather than contribute to our ability to face
them honestly” (Apple, 2004). The critical task of the “Normal’s” leadership today is to
illuminate the broader societal framework of schooling and teaching, thereby enabling us to
see and act on this complexity. The fundamental conflicts over the role of teacher preparation
in serving the reconstructive or reproductive role of public education and the nature of
practitioner preparation and institutional/academic legitimacy still permeate the debates that
challenge the leadership of Eastern Michigan today.
Future Research
In pursuing a broader understanding of the preparation of teachers and the institutions
that evolved to provide this training, this study has averred that education in general, and
teacher education specifically, are encapsulated in other aspects and institutions of society
and that these institutional structures are historically rooted in the hierarchical structure of
social class. Therefore, the organizational biases of educational institutions, including those
developed to train teachers, cannot be understood without taking into account the constraints
and opportunities provided by past institutional elements and recognizing the implications of
the historical evolution of an institutional field. By utilizing a theoretically informed
historical approach, “historical institutionalism” offers an opportunity to better comprehend
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how institutional elements inherited from the past can influence current institutional
structures. More importantly, this can help the leaders of these institutions understand the
underling assumptions that often unconsciously influence institutional behavior and helps to
create the capacity and conditions for institutional change and/or persistence. By examining
the organizational biases as they continued to evolve during the transition of MSNS to a
multipurpose university (EMU) in the twentieth century and exploring additional historical
studies of other teacher preparation institutions, a broader understanding of the institutional
structures that have influenced the development of teacher education can be developed. The
following are questions that can help guide these studies:
1) In what ways do institutions influence the trajectory of subsequent institutions?
2) How do institutional elements, inherited from the past, influence contemporary
institutional structures?
3) How does the organizing bias of an institution influence the capacity and
conditions for institutional change or persistence?
4) How are the capacities and conditions for institutional change influenced by the
institutional environment / institutional field?
5) How do the institutional structures of teacher preparation programs parallel those
of the schools they exist to serve?
The answers to these questions can help illuminate for the leaders of teacher
education the institutional framework within which they operate and allow them to act on
these institutional complexities in an informed and productive manner.
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APPENDIX
APPENDIX A: MICHIGAN EDUCATIONAL TIMELINE, 1600-1900

Michigan State Normal School Timeline
Date

Educational Events

Date

Political & Cultural Events
About 15,000 Indians lived in Michigan when
the Europeans first arrived in the early 1600s.
The Chippewa (Ojibway) lived in the Upper
Peninsula and eastern lower peninsula. The
Potawatomi in the southwest. Other tribes
included the Sauk, Miami, Huron, and
Menominee.
In search of the northwest passage

1618

1618

Etienne Brulè reached Sault Ste. Marie area

1621

1621

Brulè travels as far as Keweena Peninsula

1630s

1630s

1668

1668

Jean Nicolet explored the area of Lake
Michigan reaching Green Bay
Fr. Jacques Marquette founded Sault Ste.
Marie.(fur traders & missionaries)
Fr. Jacques Marquette founded St. Ignace.
French Military posts built at Mackinac Island
& Ft. Michilimackinac.
Ft. Joseph (Niles) established by the French.

1671

French Missionaries attempt to
education native population

1671

1690

1690

1701

1701

1759

1759

1760

1760

1760s

1760s

French surrender Detroit to British Maj.
Robert Rogers
Pontiac uprising against British.

1775

1775

Revolutionary War

1783

1783

End of Revolutionary War- Treaty of Paris

1787

1787

1796

1796

Northwest Territory, Ordinance of 1787
County of Wayne defined as most of
Wisconsin, all of Michigan, northern sections
of Indiana and Ohio
British turn over control of Ft. Detroit to U.S.
Government
Washington inaugurated President

1789
1805

1805

Anoine de la Mothe Cadillac, established Ft.
Pontchartrain in Detroit
French settled northern Mich. First because
Iroquois blocked French in New York from
Lake Erie and Southern Michigan.
End of French and Indian War

Jefferson declared Michigan a separate
territory, Detroit as its capitol, William Hull
first territorial Governor
Appointment of a Governor, Secretary, and
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Michigan State Normal School Timeline
Date

Educational Events

Date

Political & Cultural Events
three judges.

1807

1809-

1807

Indian treaty ceding Southeastern Michigan.
Jacob Astor founds the American Fur
Company.
First printing press west of Alleghanies
brought to Michigan by Gabriel Richard.

1812

War of 1812, British and their allies, the
Shawnee, led by Tecumseh regained control of
Detroit and Mackinac Island
U.S. settlers slaughtered at Frenchtown in
Monroe County

School law enacted- authorized
judicial districts to establish school
districts, enumerate children between
4-18, levy taxes in the aggregate to not
less than two dollars or more than four
dollars for each child, to be collected
and appropriated for the establishment
of schools.

1813
1817-

Judge Augustus B. Woodward authors
bill to establish a single
Catholepistemiad (University of
Michigania) that would direct the
establishment of education throughout
the state- established a state system of
public education with a university as
its head.
Rev. John Monteith- President
Fr. Gabriel Richard- VP
Established private schools in Detroit,
Monroe & Mackinaw
Act Established special tax and four
lotteries to fund schools

1818-

1821-

Constructed building in Detroit on W.
side of Bates St.
Lancasterian school opened in the
university building

New Act, provided for the
establishment in Detroit a University
under 21 trustees- ordered to establish
colleges, academies and schools as it
deemed appropriate and could fund.
Transferred all responsibilities of

1818

1820

Population votes down the establishment of an
assembly
Walk-in-the Water, first steamboat on the
Great Lakes.
Beginning of public land sales in Michigan
Population 8,896

1819-21

Indian treaties cleared title of lands
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Michigan State Normal School Timeline
Date

Educational Events

Date

Political & Cultural Events

1827

Voters elect a full assembly of their own

Catholepistemiad to TrusteesTerritorial Bd of Education
1827-

1828-

1829-

Lacking funds neither the private
schools or academy survived past 1827
As Trustees were abandoning the
schools in Detroit, Legislature enacted
common school laws: ordered local
authorities to levy taxes for sites and
schoolhouses and township taxes for
the payment of teacher.
Common School act amended
removing township tax for teacherseach township with 50 or more people
should provide instruction in reading,
writing, arithmetic, orthography,
Townships with 200 or more families
should establish grammar school.
Territorial Superintendent of Common
Schools appointed by Governor (no
provision in law for Sup.
Compensation)
Township inspectors of Common
Schools

Andrew Jackson elected President

1830

Population 32,000

1832

Population vote to establish a state
government
Michigan Territory more than 60,000
First settlers in the lower Grad River Valley at
Ionia, Grand Rapids, and Grand Haven.
Voters adopted a constitution in October,
acting Governor Stevens T. Mason (age 19).
Skirmish with Ohio over ownership of Toledo
delays statehood.
First railroad in Michigan completed from
Adrian to Toledo, the Erie and Kalamazoo
January 26, Michigan became the 26th state
University of Michigan “opened” at Ann
Arbor
Financial Panic of 1837

1833

1835-

Michigan Constitution establishes a
system of Common Schools

1836
1837-

1835

1836
State Superintendent of Public
Instruction
Rev. John D. Pierce
Branches of University to provide
training for teachers
University of Michigan relocates to
Ann Arbor
Branches of the U-M established and
include Normal-Training Departments

1837

1839
1840s

Nation’s first state normal school opens in
Lexington, MA
Population reaches 212,267. Farming replaced
fur trading as the state’s primary economic
activity
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Michigan State Normal School Timeline
Date

18431847-

1848-

1849-

Educational Events

Date

Political & Cultural Events

1840s

New Englanders and New Yorkers: Southern
Dutch farmers: Southwest
Germans: Saginaw Valley
Irish: Southeast
Finns & Italians: Upper Peninsula
Economic down turn

Michigan School law passes
Union Schools authorized
University Branch system collapses
First significant number of union
schools emerge
Bill to create a Normal Dept. at U-M
fails
Mayhew – Recommended that normal
departments be established in Union
schools. Provided small school for
observation purpose.
Act No. 138 – “An Act to Establish a
State Normal School”
Normal School placed under State
Board of Education appointed by
governor
Ypsilanti selected as sight of Normal
School – Ypsilanti Normal School

1851-

Adonijah Welch, 1st Principal

1852-

Henry Tappan becomes U-M president

1853-

Function of Providing instruction in
agriculture and the mechanic arts was
taken from the Normal and assigned to
the new Michigan Agricultural College
First classes held at Normal March,
1853

Iron ore discovered in Marquette County.
State Capitol moved from Detroit to Lansing

Democrats control State government until
1854

1850

Brown University adds short-lived course in
“Didactics”
(Henry Frieze and James Angell are residents
in Providence at the time.)

1853

Horace Mann’s Antioch College opens a
normal department.
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Michigan State Normal School Timeline
Date

1855-

1857-

18581859-

Educational Events

Mayhew- Recommended that the
superintendent of public instruction be
authorized to grant teacher’s
certificates. Recommended that
different grades of certificates be
issued. Recommended that normal
school graduates be certified without
examination.
Normal Diploma = teaching certificate
qualified to teach in any primary
school in state
Henry Frieze offers first Teachers
Course at U-M
Michigan School Law Revised:
Township Inspectors certify teachers
for their Townships - examination
Shortage in teachers- Superintendent
calls for preparation of teachers by all
colleges
Normal Building destroyed in fire
Gregory- Recommended teachers’
class in Union schools; students to be
certified by state superintendent.

Date

Political & Cultural Events

1854

Whig and Free Soilers convention in Jackson
gives birth to Republican Party. Republican’s
would control Governorship until 1890.
University of Iowa creates normal depart. for
elementary teachers.

1855

1860

1860-

1861-

1867-

Supt. John Gregory begins special
lectures on the principles of teaching
Gregory- Asked legislative permission
to select one school in each county for
the purpose of training teachers.
Course of study and certification to be
in control of state superintendent.
Gregory- Recommended that a
department for the training of teachers
be established in the University; also
in high schools and colleges.
Gregory- Superintendent granted
power to issue state certificates.
County Superintendent –
examination for teachers: Orthography,
reading, writing, geography, grammar
& arithmetic.
1st grade- 1 yr teacher experience = 2
yr cert.
2nd grade- “approved learning
qualifications and character = 1 yr cert.

1860

Population 749,113. W.K. Kellogg & C.W.
Post production of cereal foods.
Michigan carried by Lincoln

1861

Civil War—First regiments leave for the war.
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Michigan State Normal School Timeline
Date

Educational Events

Date

Political & Cultural Events

1865

End of Civil War

rd

3 grade- 6 months = 1 yr cert in
township only

1865-

Superintendent of Public Instruction
issue Lifetime Certificate.
William Payne publishes influential
critique of the normal school.
D.P. Mayhew, Principal

1869-

Rate-Bill Abolished

1870-

C.F.R. Bellows, Principal

1868-

Women are admitted to the U-M

1871-

Diploma “Michigan” plan for
admissions is initiated by Frieze at UM
Joseph Estabrook, Principal

Using tax dollars to support local bonds for
railroads found unconstitutional
Republican convention reorganizes central
committee, Detroit reduced to only one
member....shift in power to west-central
Michigan
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Michigan State Normal School Timeline
Date

Educational Events

Date

Political & Cultural Events

James B. Angel is selected U-M
president
Compulsory Attendance Law Enacted
1872-

18731874-

1875-

1877-

1878-

1879-

Dept. of Classic Languages formed
Hosford- Recommended normal
department in colleges to be controlled
by superintendent and board of
education.
Supt. Briggs recommends a normal
department for the U-M
Teachers Diploma first offered at U-M
Angell (UM) makes first request for
study in the Science and Art of
Teaching
Kalamazoo Case – Court ruled
constitutional to tax for the support of
High Schools
Attempt to establish Normal school in
Marquette fails
County Superintendent abolished,
replaced by Township Superintendent
– examination
Compulsory Attendance Law revoked
Burke Hinsdale (UM) gains national
attention by debating Cleveland Supt.
Rickover
“Great Experiment” in curriculum. Deemphasis of academics, complete
professional training.
Tarbell- Recommended that the board
of education be authorized to grant
state certificates.
U-M establishes permanent Chair in
Teacher Preparation- William Payne
State Board of Education- twice yearly

Troops sent to northern peninsula to put down
unrest among miners due to financial crisis
Split in Republican Party, weakens Republican
hold on State Government. Farmer –
“Granger” movement and resurgence in
populist movement.
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Michigan State Normal School Timeline
Date

Educational Events

Date

Political & Cultural Events

1882

Josiah Begole Fusionist Party (Democrats &
Greenbacks)

examination for 10 year certification

1880-

State Board of Education- to issue
questions for teacher examination, but
local districts not obliged to use them
Malcolm Mac Vicar, Principal
“Great Experiment” Abandoned

General Education requirements
developed – first being English
State Board rebukes “great
experiment”
Demand to increase the number of
Normal Schools
Shift to strong academics and “practice
teaching” Adoption of English as first
General Education course.

1881-

Daniel Putnam, Principal

Board of School Inspectors –
examination held twice a year.
Added to exam: US History * Civil
Government, theory and art of teaching
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Michigan State Normal School Timeline
Date

Educational Events
st

1 grade = 3 years
2nd grade = taught successfully 6
months = 2 years
3rd grade = 1 year

1883-

Boards could issue special certificates
Edwin Willits, Principal

Dept. of Chemistry & Physics formed.
Dept. of Natural Sciences formed.
Compulsory Attendance Law Enacted
1884-

Dept. of English formed.

1885-

U-M fails in obtaining legislative
recognition of Teachers Diploma
Board of School Inspectors –
examination held twice a year
Added to exam: Physiology & Hygiene
Daniel Putnam, Principal

1886-

John Sill, Principal

Date

Political & Cultural Events
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Michigan State Normal School Timeline
Date

1887-

1888-

1889-

1890-

Educational Events

First meeting of the Michigan
Schoolmasters Club
Hinsdale named as the UM’s second
Chair of Pedagogy
1st grade certificate could teach in other
counties if filed certificate with State
Board of Education
Dept. of History formed.
John Dewey serves as VP of the
Schoolmasters Club
State Legislature authorizes State
Board to grant 4-year diplomas.
Estabrook- Asked for power to
reciprocate with other states in
granting certification.
State Board of Education – right to
issue certificate to those completing
rural or elementary courses at Normal
to teach in rural & elementary schools.
Examination to those who had taught
for two years and approval from the
Normal (candidate complete 2 years of
Normal or graduate from a 4 year HS)
UM graduates do not need teaching
experience to sit for exam
State Board of Education – Life
certificates issued to those completing
4 years of work at Normal
Normal requires high school diploma
for most programs
1st Bachelors Degree granted at
Normal.
Graduate degree in Pedagogical studies
offered
Dept. of Mathematics formed.

Date

Political & Cultural Events
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Michigan State Normal School Timeline
Date

1891-

18921893-

Educational Events
Bellows forms Pedagogical Society “to
promote professional enthusiasm in the
faculty as a whole and thereby
conserving the professional welfare of
the school at large”
Board request Bellows adopt a
textbook or resign
Legislature authorizes legal certificate
for UM Teacher Diploma students.
Fitch- Recommended that the number
of third grade certificates issued to any
one person be limited in number.
County School Commissioner- County
Board of Examiners
Must be at least 16 years of age
1st grade = 4 years
2nd grade taught successfully for 7
months = 3 years
3rd grade = 1 year
Bellows dismissed form Normal for
refusing Boards request
Private Normal school organized at
Mt. Pleasant
Richard Boone, 1st Normal President

Liberal Arts becomes the core of
curriculum
Normal Certification could not be
annulled by local districts
Pattengill- Made teachers’
examination more difficult
1st grade certificate sent to
Superintendent of Public Instruction,
No certificate valid unless
Superintendent of Instruction signed it
Must be 17 years old
3rd grade divided into ‘A’ and ‘B’

Date

Political & Cultural Events

1891

Edwin Winans, Democrat, elected governor.

1893

Last person from Detroit to serve in
Michigan’s highest office, Hazen S. Pingree.
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Michigan State Normal School Timeline
Date

Educational Events

Date

Political & Cultural Events

1893

Committee of Ten report

‘A’ granted to those who had taught
successfully and continuously for at
least three years in primary dept. of
graded school; good in self-same
graded school
‘B’ issued for 1 year, not more than 3
certification of this class could be
issued to a single individual

1893-

1894-

1895-

1896-

1897

1899-

State Board of Education – issues
certificate without examination for BA,
MA or PhD
UM Diploma School approval
assigned to committee rather than
faculty vote
Department of Mental and Moral
Science and Theory and Art of
Teaching (The Pedagogical
Department) D. Putnam head
Michigan Schoolmaster Club meeting
at Normal adopted resolution to form
NCA (letter signed by Normal
principal Boone)
Normal School at Mt. Pleasant
authorized to prepare teachers for rural
districts & primary schools
Teacher examination sealed and issued
to local examinees
Only American citizens by age 21
could be issued teaching certificate
Normal listed as secondary school on
first list of NCA members (by 1899
would not be listed as a member until
1915)
Name Changed to: Michigan State
Normal College
The Pedagogy Department name
changed to: Department of Psychology
and Pedagogy
Elmer A. Lyman, President of 3
school Normal System (fired after
one year, new structure abandoned)
1st faculty / administration conflict
over firing of faculty (Boone resigned)
A.F. Nighingale becomes 1st NCA
president not from the colleges.
Normal School established at
Marquette
Northern State Normal
Alan S. Whitney is hired as High
School inspector UM

Population 2,402,982
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APPENDIX B: MICHIGAN STATE NORMAL SCHOOL PRINCIPALS, 1851-1900

Adonijah Strong Welch
1851-1865
1820: Born: East Hampton, Conn.
1838: Moved to Jonesville, MI at 18
1843: Entered U-M
1844: 1st Principal of the Preparatory Department of U-M
1846: Graduated U-M
1847: Studied Law @ Lathrop & Duffield
1847: Formed Jonesville Union School
1848: Left for west – 49er
1851: Appointed principal at Ypsilanti
1865: Resigned due to illness
1866: Moved to Florida
1868: Elected to US Senate from Florida (Rep.)
1869: 1st President Iowa Agricultural College
1883: Forced to resign by Board
1889: Died in Ames, Iowa

Daniel Porter Mayhew
1865-1870
1817: Born: New York
Graduate: Union College
Head of the Lowville Academy, Lowville, NY
Taught in Cleveland Public Schools
Superintendent of Columbus, OH Public Schools
1856: Came to Normal as professor of natural sciences
1865: Appointed principal at Ypsilanti
1871: Retired to Detroit
1874: State Board of Education
1887: Died
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Charles FitzRoy Bellows
1870-1871
Born: New Hampshire, moved to MI at early age
1855: Graduate from Normal, 2nd graduating class
Organized grade school in Constantine, MI
Taught: Mashawanka, IN / Superintendent: Decatur, MI
County Superintendent: Van Buren County
1865: Graduated U-M, Civil Engineering
1867: Came to Normal to teach Mathematics
Published Journal: The School (1872-1876)
1870: Appointed acting principal
1878: Leader of “great experiment”
1891: Dismissed
1892: Principal of private Normal in Mt. Pleasant
1895: 1st Principal of Central State Normal
1896: Resigned
1902: Returned to Ypsilanti Normal as Prof. Of Mathematics
1907: Died at Ypsilanti

Joseph Estabrooks
1871-1880
1819: Born: Bath, New Hampshire
1837: Moved to Clinton, MI
Attended branch school in Tecumseh
Attended Oberlin College
1852: Principal Union School, Ypsilanti
1853: Superintendent Ypsilanti Public Schools
1866: Superintendent E. Saginaw Public Schools
1870: Elect to Bd of Regents U-M
1871: Appointed principal at Ypsilanti
1880: Resigned to become Principal of Normal Dept. at Olivet
College
1886: Elect Superintendent of Public Instruction
1892: Returned to Olivet / Congregational Church
1894: Died Olivet, MI
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Malcom Mac Vicar
1880-1881
1829: Born: Argylshire, Scotland
1835: Moved to Chatham, Ontario
Knox College, Toronto (Baptist Minister)
University of Rochester (BA, MA)
1863: Principal Brockport State Normal School
1864: Superintendent of Leavenworth, KS
1869: Principal of Potsdam Normal School
1880: Appointed principal at Ypsilanti
Dismantled “great experiment”
1881: Chair of Christian Apologetics and Biblical
Interpretations, Toronto Bible College.
1887: Chancellor McMaster University of Hamilton
1890: Superintendent of Education of the American Baptist
Home Mission Society
1900: President Richmond Union University, VA
1904: Died Richmond, VA

Daniel Putnam
1881-1883, 1885-1886
1824: Born Lynderboro, NH
New Hampton Academy, NH
1851: Dartmouth College
Amherst College
1854: Kalamazoo College, Latin & Literature
Also, Superintendent Kalamazoo Public Schools, Kalamazoo
County Schools
1868: Ypsilanti Normal chair of Natural Science
1870: Superintendent of Ypsilanti Public Schools
1871: 1st head of Training School at Normal
1973: 1st Librarian of Normal
1875: Head of School of Observation & Practice
1893: Head of Department of Mental & Moral Science &
Theory & Art of Teaching—Pedagogical Department
1906: Died Ypsilanti, MI

471

Edwin Willits
1883-1885
1830: Born: Cattaragus County, New York
Graduate U-M
Lawyer
Prosecuting attorney Monroe County
Assistant Editor Monroe Commercial
Trustee and director Monroe High School
Postmaster at Monroe
US Representative
Judicial Committee / Committee on Patents
Department of Agriculture
1873: Commission on New Constitution / Committee on Ed.
1883: Appointed principal at Ypsilanti
1885: Michigan Agricultural College
1889: Assistant Secretary of Agriculture (Pres. Harrison)
1894: Practice law in Washington DC
1896: Died Washington DC

John Mahelm Berry Sill
1886-1893
1831: Born: Black Rock, Erie County, NY
1836: Moved to Jonesville, MI
Attended Union School in Jonesville
Spent 1 year at Kalamazoo College – Dentistry
Became Welch’s assistant at Union School in Jonesville
1854: 1st graduating class Ypsilanti Normal
1855: Appointed Director of Model School & Professor of
English Language & Literature
1863: Head of Detroit public schools
Founder of Detroit Normal (Wayne State University’s College
of Education)
1886: Appointed principal at Ypsilanti Normal
1890: Bachelor of Pedagogics Awarded
1893: Retired to Ann Arbor
1894: Minister Resident & Consul-General to Korea
1901: Died Ann Arbor, MI
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Richard Gause Boone
1893-1899
1872: Attended Spiceland Academy, IN
1886: Head of Dept. of Pedagogy, Indiana University
Johns Hopkins University
1893: Appointed principal at Ypsilanti
1895: Central Normal School established
1899: Name change to Michigan State Normal College
1st President of Normal College
Northern Normal School established
1899: Resigned
1900: Superintendent of Cincinnati Schools
1903: Editor of Education
1913: Professor of Education University of California
Acting head of School of Education (4 yrs.)
1923: Died

(Pictures in, Isbell, 1971, p. 218)
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APPENDIX C: SUPERINTENDENTS OF PUBLIC INSTRUCTION, 1836-1900
Appointed
John D. Pierce------------------------------------------------Franklin Sawyer Jr.------------------------------------------Oliver C. Comstock -----------------------------------------Ira Mayhew---------------------------------------------------Francis W. Shearman ---------------------------------------Elected
Francis W. Shearman ---------------------------------------Ira Mayhew---------------------------------------------------John M. Gregory---------------------------------------------Oramel Hosford----------------------------------------------Daniel B. Briggs ---------------------------------------------Horace S. Tarbell --------------------------------------------Corneliue A. Gower -----------------------------------------Varnum B. Cochran -----------------------------------------Herschel R. Gass---------------------------------------------Theodore Nelson---------------------------------------------Joseph Estabrook --------------------------------------------Ferris S. Fitch ------------------------------------------------Henry R. Pattengill ------------------------------------------Jason E. Hammond ------------------------------------------(Putnam, 1899, p. 328)

1836-1841
1841-1843
1843-1845
1845-1849
1849-1850

1851-1854
1855-1858
1859-1864
1865-1872
1873-1876
1877-1878
1878-1881
1881-1883
1883-1885
1885-1886
1887-1890
1891-1892
1893-1896
1897-1900
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APPENDIX D: NORMAL ATTENDANCE, 1853-1898
Year

Attendance

Graduates

1853
1854
1855
1856
1857
1858
1859
1860
1861
1862
1863
1864
1865
1866
1867
1868
1869
1870
1871
1872
1873
1874
1875
1876
1877
1878
1879
1880
1881
1882
1883
1884
1885
1886
1887
1888
1889
1890
1891
1892
1893
1894
1895
1896
1897
1898
1899
1900

236
346
253
247
290
285
427
436
407
406
342
255
265
268
381
262
419
350
296
329
364
409
449
336
338
292
298
318
330
398
475
520
628
675
714
803
808
909
1002
937
922
954
985
958
978
1029

3
13
12
13
12
12
13
24
12
19
18
17
24
18
14
19
17
7
50
40
55
57
74
80
95
84
56
91
81
100
102
94
90
100
118
104
125
145
183
165
148
214
241
246
225
271

(Putnam, 1899)

